How high school band directors learn leadership: the journey to transformational leadership and autonomous student leaders by Richardson, Keith D.
Boston University
OpenBU http://open.bu.edu
Theses & Dissertations Boston University Theses & Dissertations
2022
How high school band directors



















HOW HIGH SCHOOL BAND DIRECTORS LEARN LEADERSHIP: 
 
THE JOURNEY TO TRANSFORMATIONAL LEADERSHIP 
 










KEITH D. RICHARDSON 
 
B.A., Lebanon Valley College, 1999 
B.S., Lebanon Valley College, 1999 






Submitted in partial fulfillment of the 
 
requirements for the degree of 
 












































© 2022 by 
 KEITH D. RICHARDSON 









First Reader   
 Rebecca A. Roesler, Ph.D. 
 Professor of Violin and Music Education 





Second Reader   
 Gareth Dylan Smith, Ph.D. 





Third Reader   
 Kelly Bylica, Ph.D. 








I would like to dedicate this work to my wife, Gretchen, and my sons, Graham and 






Dr. Rebecca Roesler — From day one you were always clear and direct with your 
feedback and expectations. I could not have asked for more from a principal advisor and 
reader. Thank you so much! 
 
Dr. Gareth Dylan Smith and Dr. Kelly Bylica — Thank you for your clarity and advice as 
I pushed this project across the finish line. 
 
Dr. Karin Hendricks and Dr. Susan Conkling — Thank you for believing in me when the 
going got rough. 
 
BU 2015 Cohort, and Joel Griffin — Thank you to my adoptive cohort for all of their 
support, acceptance, and motivation. A special thank you to Joel Griffin for a FaceBook 




HOW HIGH SCHOOL BAND DIRECTORS LEARN LEADERSHIP:  
 
THE JOURNEY TO TRANSFORMATIONAL LEADERSHIP 
 
AND AUTONOMOUS STUDENT LEADERS 
 
KEITH D. RICHARDSON 
 
Boston University College of Fine Arts, 2022 
 
Major Professor: Rebecca A. Roesler, Ph.D., Professor of Violin and Music Education 
Brigham Young University – Idaho 
 
ABSTRACT 
 Students learn more from their band experience than musical concepts. Many 
students learn leadership skills as a part of their time in band, but these skills are rarely an 
official part of the curriculum. Additonally, band directors must use leadership to 
successfully build and guide their program, but are rarely provided formal training in 
leadership theory and skills. I used transformational leadership (Bass & Riggio, 2006; 
Burns, 1978) as a framework to examine practices band directors use to learn leadership 
themselves and help students develop their own leadership. I utilized Deci and Ryan’s 
(2000) Self-Determination Theory (SDT) and autonomy supports (1995) to help identify 
director practices that were transformative in nature. Through the use of interviews with 
three band directors and ten students I examined how band directors learn leadership, 
how they use it, and how students in band understand the use of leadership by directors 
and themselves.   
I found that band directors typically learn these transformative skills through a 
variety of formal and informal situations through life starting as early as high school. 
Directors develop leadership skills through the presence of mentors and the use of critical 
 
 vii 
self-reflection over the course of their careers. Directors create a culture of band that is 
extended to the student body and reinforced through student leadership and peer 
mentoring. Finally, managerial tasks can be used to help students develop leadership 
identities (Komives et al., 2005), develop leadership skills, and allow them to act as 
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 One of the great joys I have as a public high school band director is hearing the 
stories of former band members. These stories come from program alumni, from parents 
of current and former students, even from strangers at the grocery store that see “band 
director” on my jacket. Admittedly, some of these stories are simple anecdotes, the events 
you remember from high school that were fun; however, many of the stories recall a 
moment, some musical, some not, where people learned something about themselves, 
other people, or life in band. I am interested in these educational moments especially 
since they may not typically occur in an academic class. Music rehearsals and 
performances provide especially rich areas to generate these moments. One person who 
shapes both environments is the band director. 
History of Band 
 European wind bands have existed for hundreds of years as military ensembles, 
court entertainers, instrumental church ensembles, and civic organizations. Civic bands 
grew in popularity in Europe during the mid-19th century due to the band’s adoption of 
playing popular music of the day in outdoor festivals and concert venues. Art music 
composers of the time, like Wagner, even sanctioned arrangements of their works for 
wind band in an effort to get more musical exposure with audiences and draw them into 
opera houses to view the original material (Whitwell, 2010). In the United States, by the 
mid-1800s, woodwinds were being added to bands to supplement the timbres of the brass 
and percussion instruments that had dominated the sound of the ensemble. During this 




country delivering performances that found favor and acclaim with audiences 
everywhere. Additionally, many towns had their own ensembles directed by local 
musicians. The start of the 20th century and the Great Depression in the 1930s led to the 
end of the great, touring professional bands and a focus on the rise of school music 
ensembles. 
 In many schools there was an emphasis on vocal music in the nineteenth and 
early-twentieth centuries, but as new schools opened with requirements to provide 
compulsory secondary education and military training, there was a drive to create bands 
to help fill those needs. Town bands existed to fulfill the entertainment needs of those 
living there and to make productive use of leisure time (Mantie, 2012). The end of World 
War II brought with it new technologies for building instruments, an influx of military 
musicians looking for work as directors, and instrument manufacturers looking for new 
markets after the decline of the professional band circuit (Camus, 2013). Additionally, 
marching bands began to make regular appearances at school sporting events where their 
directors asked for performances that would musically rival indoor concerts.  
 By the middle of the 20th century, there were many wind bands in schools 
throughout the United States in high school, colleges, and universities. Many professional 
organizations like the Collegiate Band Directors National Association (CBDNA), the 
American Band Association (ABA), and the National Band Association (NBA), were 
born and, along with the rise of the Eastman Wind Ensemble, were a sign of the second 
golden age of band. (Camus, 2013, section 5, para. 1). As this growth from an 




high art and the education of a particular musical language, band entered into a 
dichotomy of pedagogy vs. entertainment (Mantie, 2012). In an effort to help justify their 
curricular existence, band directors started teaching art music in order to cement their 
curricular place in schools. Directors were forced to reckon with the idea that bands now 
existed to teach music as an artistic performance medium, with an eye to create moments 
that displayed technical achievement. The old paradigm of learning to play a band 
instrument to play popular folk music and marches along with others at a concert in the 
park no longer carried the gravitas to justify the existence of bands in schools. As such, 
Mantie (2012) espouses that band exists to help people love music for its own sake, but 
only the genres they are exposed to in band rehearsal. The conductor, typically consumed 
with the attainment of technical achievements (Moehle, 2005), will usually find “art 
music” (Mantie, 2012, p. 72) and its sub genres acceptable.  
 By the turn of the 21st century, bands have fallen into four categories as quantified 
by Camus (2013): professional and military bands, educational ensembles, community 
bands, and marching bands. Educational ensembles might include concert bands, jazz 
bands, and marching bands. The bands are sponsored by the school and have a curricular 
function during the school day, thus making them educational ensembles. Many times 
these bands also have an additional marching component that occurs outside of the school 
day and as such create a fusion of Camus’ system of categorization. Marching bands in 
the United States typically try to meet both goals by performing shows that try to achieve 
technical and artistic heights with complex musical arrangements, programmatic themes, 




serve as a musical accompaniment and pep band to a scholastic sporting event, playing 
popular music of the day to rally the audience and spur the team to victory. The focus of 
this study is on scholastic marching bands that are sponsored by high schools. 
Problem 
The job description of a band director is comprised of myriad responsibilities. 
Many directors need to balance the management of their classrooms with responsibilities 
to booster groups, administration, and student recruitment and retention (Miksza et al., 
2010). The process of leadership requires students to believe in the skills, goals, and 
abilities of the director/conductor while the band director creates an environment of 
respect, trust (Atik, 1994), compassion, experimentation and risk-taking (Hendricks, 
2018; Hendricks et al., 2014), liminality (Boyce-Tillman, 2009), and caring (Noddings, 
1995) in the classroom. The environment created by the director permeates all aspects of 
the band program, providing a place for children to learn and grow (Weidner, 2015).  
According to Allsup and Benedict (2008), band directors must also wrestle with 
the dichotomy of band where one version of teaching explores knowledge to be 
discovered in order to understand more about the music and another on the conditioning 
of the ensemble to play well under the all-controlling baton of the conductor. In the 
controlling version of rehearsal, the conductor uses fear as a method to make the 
ensemble act only as the conductor sees fit. In contast, rehearsals should, according to the 
authors, be made up of “active encounters” (p. 169) where students rehearse and practice 
together, deliver “reciprocity” to the rehearsal and alleviate the conductor-centric 




making by using positive and informative feedback to foster creativity since fear-based 
methods may have short-term gains but are detrimental in the long-term. The 
convergence of  the responsibilities of running a rehearsal to learn music for concerts 
while simulataneously providing creative and engaging experiences requires the use of 
leadership to navigate the decisions necessary to run and develop a band program. 
Although there are many aspects to the environment that the band director may create, 
like experimentation, liminality, and caring, I delve particularly into leadership and its 
connection to student autonomy. 
Problem Statement 
Throughout their own education, band directors are taught how to conduct 
ensemble rehearsals, attain instrumental technical proficiency in their students, and 
prepare bands for concert performances that demonstrate growth, achievement, and 
possibly entertain an audience. I posit that, in many cases, band students are learning 
much more in band beyond technical and musical performance skills. When directors 
prioritize the development of students as leaders in addition to performance skills, 
students have opportunities to learn about non-musical skills, such as understanding 
others’ perspectives, goal setting, rehearsal planning, and how to work with other 
students. These skills are just as valid and valuable in their scholastic experience. Given 
the perceived possible tensions between education for performance skills and education 
for leadership skills, it is necessary to examine how band directors support and help 





Leadership is rooted in the ability of individuals to induce action in their 
followers and to “bring to consciousness the followers’ sense of their own needs, values 
and purposes” (Burns, 1978, p. 41). Although there are many frameworks to examine 
leadership, transformational leadership is one that accounts for the transformation of both 
the leader and the followers. By definition, the transformational leadership framework 
encompasses the leader’s concerns about the emotional and ethical needs of followers by 
including them in the decision-making process (Northouse, 2016). Transformational 
leadership is comprised of four elements: intellectual stimulation, idealized influence, 
inspirational motivation, and individualized consideration. When these elements are 
utilized effectively, leadership evolves to a place where the needs and wants of followers 
are accounted for through the goals set by the leader. In the instance of band programs, 
band directors are equally interested in the growth of their students, their own 
professional growth, and the development of their programs.  
I realized years ago that, although directing bands that won competitions and 
played difficult literature felt good to me, it was not what my students always needed. My 
students required an adult who challenged them musically and intellectually. Discovering 
the role my leadership played in the classroom made my job more rewarding because I 
had stumbled upon something that helped them to grow as people. Although music 
performance is important and is a driving force in what happens in a rehearsal hall, other 
facets are important. Allsup (2012) called freedom, empowerment, and self-reliance the 




consideration of individual students and the musical and personal needs they bring to the 
ensemble as evolving musicians. I strive to address what students require so they are able 
to bring more to the ensemble (bottom up) rather than my guiding the ensemble directly 
from the podium (top down). Although the publicly perceived goal of band is a public 
performance of some kind, students bring their own needs and desires for the role of 
music (and band specifically) to the ensemble and their lives. It is up to directors to find a 
way to simultaneously address these two paths and keep both sets of stakeholders, 
students and the public, engaged and committed to the band program. 
I am specifically interested in examining how inspirational motivation and 
individualized consideration (Bass & Riggio, 2006) are used when dealing with students. 
Individual consideration is the element of transformational leadership that delves into a 
leader’s understanding of a follower’s motives and drives as they are related to the 
group’s goals and collective efforts (Bass & Riggio, 2006). Students who have thoughts 
and opinions about the direction of the ensemble will benefit if band directors understand 
and practice individual consideration. In order to make the most of students’ efforts to 
learn music and make positive contributions to the ensemble, directors need to 
acknowledge students as participants in the creative, problem solving, decision-making, 
and culture-generating processes.  
Moehle (2005) found that a lack of student voices in a music ensemble with 
regard to classroom leadership had deleterious effects. Students understood the music-
making process as a technical act involving the performance of notes and rhythms. 




corrected resulting in technically accurate performances. The act of performing music no 
longer held any kind of artistic connotation and was “reduced to a regurgitation of written 
notation with a lack of intellectual thought” (p. 71). Moehle recommends preparing 
repertoire that is not going to be performed publicly in order to provide an outlet for 
creating music for its own sake, outside of the confines of technical excellence and 
prowess and possibly leading to the development of more independent musicians. 
 In his book, Leadership, Burns (1978) defines transformational leadership as 
“inducing followers to act for certain goals that represent the values and the 
motivations—the wants and needs, the aspiration and expectation—of both leaders and 
followers” (p. 19). The idea that leaders work with followers to achieve common goals 
was new to the definitions of leadership at the time. In transformational leadership, the 
leader not only guides the organization towards a common goal but also interacts with 
individuals to develop that common goal. Additionally, leaders motivate followers to 
transcend their own self-interests in an effort to achieve these commonly developed 
goals. Northouse (2016) suggests that leadership has a moral component and that the 
model of transformational leadership addresses this moral facet of leadership. In order for 
leadership to be truly transformational, it must not be self-serving or 
pseudotransformational (Bass and Riggio, 2006). Authentic transformational leadership is 
centered on the common good, elevates the goals of the group above the interests of the 
leader, and allows followers to participate in the creation of goals and the plans to 
achieve them (Howell & Avolio, 1993).  




and behaviors, I also use Deci and Ryan’s (2000) Self-Determination Theory (SDT). Deci 
and Ryan outline three traits – competence, autonomy, and relatedness – which help 
people develop a complete sense of self. Deci and Ryan posit that people desire to feel 
competent, that they know what they are doing and can seek appropriate challenges. They 
also prefer autonomy over control and are therefore empowered to make decisions about 
their own goals and how to pursue them. Additionally, people want to feel like they are a 
functional part of the group to which they are trying to belong and want to experience 
relatedness within that group. When band directors use transformational leadership 
practices to support competence, autonomy, and relatedness, they are empowering 
students to find their own paths to become the best version of themselves. 
Directors can use transformative skills in order to help students feel competent, 
develop autonomy, and find their social place in the ensemble.The use of 
transformational leadership in the classroom is associated with positive classroom 
perception and an enhanced classroom experience for teachers and students (Pounder, 
2014). Studies have shown that transformational leadership increases connection in 
relationships between conductor and students, creates performances that are more 
musical, and promotes positive emotions in the ensemble (Atik, 1994; Rowald & 
Rohmann, 2009). Band directors can develop rapport with students and better understand 
what their students want and how students’ needs change as they approach graduation.  
Purpose Statement 
The purpose of this study was to examine the development of transformational 




those skills to lead their program, create a culture of individual consideration, and 
develop student autonomy. 
Research Questions 
1) Where, if anywhere, do band directors learn and develop transformational 
leadership skills? 
2) In what ways, if any, have band directors seen their use of leadership change their 
classroom culture and the development of student leadership from the start of 
their careers up to the present day? 
3) How, if at all, do band directors use the elements of transformational leadership 
and self-determination theory to develop student autonomy within the context of 
student leadership? 
For the purposes of this study, band directors are music educators who are responsible 
for leading band programs within the context of an American public high school, usually 
grades 9–12. Band directors are typically in charge of managing logistical tasks like 
instrument inventories, budgets, and transportation needs, but also planning rehearsals, 
organizing concert experiences, and educating students. Student leaders are children who 
have been selected by the director, either through an interview process or director 
appointment, to help manage some of the smaller tasks of running a band program. The 
tasks in question could be managing uniforms, tracking fundraiser paperwork, running 





Examining director leadership may provide an understanding of how they 
developed their own leadership and how that leadership encourages student growth and 
development. Such an understanding could augment current music teacher education 
curricula to be more relevant and effective for new teachers. Williams (2014) states “even 
a precursory introduction into Transformational Leadership components, if not the Full 
Range of Leadership Model, would be a better start than no knowledge at all” (p. 337). 
More importantly, finding a way to create a space to help students develop extra-musical 
skills like confidence, the ability to engage in problem solving, and autonomy, may be an 
effective way to help students in large ensembles benefit from musical and personal 
growth in band (Weidner, 2015). Additionally, the engagement of students as leaders of 
instrumental sections of large ensembles can develop their own capacity for leadership 
for use in their college and adult years (Komives & Johnson, 2009). 
Mentoring and professional development for new teachers often do not directly 
address leadership for music ensemble directors (Conway, 2003; Crocco, 2015). Vitter 
(2011) noted that, although new music teachers possess the requisite leadership traits of 
time management and organizational skills, they should find mentor teachers in order to 
continue this development. While there are mentoring programs in place for new teachers 
in schools, they typically focus on helping new teachers adapt to working in a classroom. 
They may also address topics like personal issues, curricular questions, and classroom 
management concerns, but leadership is typically not discussed (Conway, 2003; Crocco, 




relevant to the particular job responsibilities inherent in directing bands and open the 
door to learning about basic leadership theories that can help improve directors’ 
understanding of how they can use leadership to run their programs.  
Directors have many opportunities to lead ensembles and engage with students on 
a variety of fronts. Marching bands provide ample opportunities to exercise leadership 
skills for both directors and students. Directors can exercise leadership and management 
skills to run their programs, but they can also extend opportunities for leadership work to 
students who are willing and able to undertake these additional challenges. Therefore, I 
am interested in examining not only how band directors cultivate their sense of leadership 
but also how they develop a vision for using that leadership in band to develop autonomy 
with student leaders. In chapter two, I discuss various frameworks of leadership in order 
to delineate how student autonomy can, but does not always, fit into a leadership 
perspective. 
Research Objective 
 Lautzenheiser (2000) noted the following about band director leadership: “The 
development of the band director as a ‘leader’ is often overlooked or discounted as an 
area outside the realm of musical expertise needed to be a professional success” (p. 102). 
Though the idea of the band director as a leader is not a new one, it has garnered little 
academic attention with a few exceptions (Conway, 2003; Crocco, 2015; Legutki, 2010; 
Vitter, 2011).  
Leadership plays a significant role in the fulfillment of the duties of a band 




2014) and research on music participation developing leadership in students (Hendricks 
et al., 2012; Jacobson, 2013; Komives & Johnson, 2009), little research exists on how 
band directors develops their own leadership skills to guide high school students.  
Researchers (Haddouch, 2017; Kimmel, 2016; Martinez, 2016) have examined 
leadership in administrator-teacher relationships. Instead of looking at directors as 
followers of administrators, however, I studied how band directors acted as leaders of 
students and how directors’ leadership skills developed to include the development of 
student autonomy. Specifically, I determined how band directors developed their personal 
use of transformational leadership to induce students to develop their autonomy and 
personal growth. The elements of transformational leadership open many avenues for 
directors leading students. These concepts are explored more in-depth in chapter two.  
Leadership is an important facet of the band director’s job. Band directors 
function as leaders in their classrooms in ways that are potentially different and more 
extensive than for other teachers. Band directors can have students in charge of many of 
the daily organizational tasks that keep rehearsal running smoothly. Additionally, student 
leader councils or band officers can make their voices heard on the direction of certain 
facets of the program.  
Summary 
The elements of transformational leadership (idealized influence, inspirational 
motivation, intellectual stimulation, and individualized consideration) help to ground 
band directors in a perspective that accounts for the moral and ethical considerations 




directors to see and inertact with students in ways that help students grow in non-musical 
ways beyond technical achievements on their instrument. By conducting this study, I aim 
to better understand how and where band directors procure their leadership style and in 
what ways they use leadership to help their students grow and develop as musicians, 
young adults, and student leaders. 
In chapter two, I review the literature on different frameworks of leadership, 
transformational leadership and its individual elements, student leadership and peer 
mentoring, as well as self-determination theory (SDT) and autonomy supports. Chapter 
three focuses on participant selection and methodology. In chapter four I review the data 
collected from the interviews with students and directors. Finally, in chapter five I 






Review of Literature 
Directing a band program can be complex and rigorous. Directors must balance 
the educational needs of students with the pedagogical aims of the ensemble while 
accounting for parent input and administrative limitations (Miksza et al., 2010). The 
development of leadership skills can allow for a more robust toolset for directors to 
utilize in helping students find success in their ensembles. 
Leadership is characterized by a wide scope of behaviors and traits. Generally, 
leadership comprises a “process whereby an individual influences a group of individuals 
to achieve a common goal” (Northouse, 2016, p. 6). This relationship between leaders, 
the influential individual and followers, those who possess a common goal, is complex 
and can be examined using various frameworks. These leadership frameworks have 
inherent characteristics that aid in the examination of leadership constructs. Some 
frameworks are more suited to examining educational situations than others. The first 
part of this literature review defines relevant terms in leadership to help qualify 
leadership. I then examine various leadership frameworks to situate transformational 
leadership as an appropriate framework to examine band director leadership practices that 
help develop student autonomy. In the third portion of the review, I look at the 
component parts of Deci and Ryan’s self-determination theory (SDT) and finally, I tie 
together the components of SDT within the framework of transformational leadership to 
help delineate how I will answer the research questions of the study. 




teaching that some scholars (Brewer & Burgess, 2005; Lyones, 1995) are in favor of 
viewing classrooms as quasi-organizations. Pounder goes on to state that 
“transformational leadership not only has a positive effect on student perception of the 
classroom experience but also on student academic performance” (Pounder, 2014, p. 
278). Pounder’s work in 2008 and the 2014 literature review help to substantiate the use 
of the transformational leadership framework as a lens for examining the use of 
leadership in the context of a classroom. 
In a separate review of literature on transformational and charismatic leadership 
research, Conger (1999) noted there are three leadership processes at work in Bass’ 
(1995) model of transformational leadership:  
1. Leaders heighten followers’ awareness about the importance and value of 
designated goals and the means to achieve them  
2. Leaders induce followers to transcend their self-interests for the good of the 
collective group and its goals; and  
3. Leaders stimulate and meet their followers’ higher order needs through the 
leadership process and the mission. (p. 151) 
These processes encompass the four elements of transformational leadership: idealized 
influence, inspirational motivation, individual consideration, and intellectual stimulation 
(Bass, 1995). All four elements and the processes activated by their use may be 
instrumental in developing a band program in which all stakeholders can thrive and work 
for the enrichment of students. Conger (1999) concludes that “these [transformational] 




transformational influence over their followers” (p. 157). 
Leadership Descriptors in Educational Contexts 
 A refined definition of leadership is difficult to come by as there are many lenses 
and frameworks through which to examine leadership. I start by looking at leadership in 
educational contexts to frame how it is defined in areas that are adjacent to this study. 
 Whether leadership is assigned or emergent qualifies, in part, how a leader’s role 
is understood by followers within the context of the organization. An assigned leader 
derives their power from rank, title, or some other designation provided by an outside 
sociological organization— a department chair in a school, for example. Emergent 
leadership is less formally dictated, as it occurs when a member of a team or group 
demonstrates skills, knowledge, or behavior that other members of the team respect or 
need (Northouse, 2016).  
Leadership as a trait, behavior, or process  
 The idea of understanding the power structure of leadership is not new. Bourdieu 
and Passeron (1977) explored the concept of pedagogic action and authority within the 
context of the dominant culture. By their definition, pedagogical action is “objectively, 
symbolic violence insofar as it is the imposition of a cultural arbitrary by an arbitrary 
power” (p. 5). Teaching, in this context, is seen as the imposition of the ideals of a 
dominant culture and authority by teachers who are sanctioned (by the dominant culture) 
to deliver curricula to their students. The authority by which pedagogic action operates is 
based on “the absolute imposition of the dominant culture and, as such, it creates its own 




sense is both reciprocal and delegated. The authority of teachers is delegated, or assigned 
in the words of Northouse (2016), by the dominant culture. The same authority is 
reciprocated by students as teachers are to be learned from, as experts in their field, and 
therefore transmit knowledge that is important for students to learn. 
 In order to break the cycle of teaching accepted knowledge because it has always 
been taught, teachers can critically evaluate what they are teaching and why. Teachers 
may be required to work from within the system to change the educational system with 
“…small scale, piecemeal initiatives [which] have a far greater chance of success” 
(Broadfoot, 1978, p. 81). Teachers can affect change most effectively and successfully 
from within the system itself by making small, meaningful, and regular changes to their 
pedagogy. 
 Scholars have also defined leadership as a collection of traits, inherent within a 
person, like the great man approach or leadership based on charisma (Aminitehrani, 
2017; House, 1976; Northouse, 2016). These traits cannot be taught or given to a person 
in these frameworks; they must be inherent in the leader. Other frameworks understand 
leadership as a set of behaviors that can be learned, taught, and refined over time. 
Komives et al. (2005) described leadership as having moved in recent history from 
“organization and management to a value-centered construct that includes moral purpose, 
transformational leaders that empower followers, ethical action, and collaboration” (p. 
593). The Leadership Identity Development theory produced by Komives et al. follows 
this trend of a shifting view of leadership. Komives et al. argues that college students 




perspectives move internally as students learn about leadership for themselves and how to 
lead others. Finally, that perspective again moves outward as candidates develop their 
agency, grow into leadership roles, and begin to see leadership as a process that involves 
followers, not just themselves. Walzer (2020) saw leadership as an ability with a nature 
versus nurture spectrum. Natural leadership, or trait leadership according to Northouse, 
where leadership was either inherently present or not, was one end of the spectrum. 
Nurtured leadership, or leadership as a skill, can be grown and developed over time with 
experience. Walzer was of the opinion that for most people, leadership ability fell 
somewhere in the middle. 
Trait. In some perspectives, leadership is defined as a personal trait, an inherent 
characteristic that some people have and some people do not (Aminitehrani, 2017; House, 
1976; Northouse, 2016). An example of the trait perspective is the “great man” approach 
(Northouse, 2016, p. 19). The “great man” type of leadership is sometimes called 
“charismatic” leadership. In charismatic leadership the leader is understood to be the 
generator of ideas, motivator for the group, and frames leadership as a gift naturally 
possessed by few. Utilizing the trait perspective, followers need the leader to show them 
the way to achieving the goal defined by the leader.  
In frameworks that view leadership as a personal trait, leadership is naturally 
possessed and cannot be taught or developed in others. Traits identified in this framework 
include intelligence, self-confidence, determination, integrity, and sociability. Charisma 
is also often included in trait-oriented leadership. The term charisma can be a confusing 




as an innate trait that is at the center of a person’s leadership ability, sometimes charisma 
can also be found as an element of leadership in other frameworks (Conger, 1999). For 
example, charisma is a part of the transformational leadership framework under the guise 
of “idealized influence” (Bass & Riggio, 2006). It is important to note, therefore, that 
charisma itself is not necessarily a defining construct for one particular form of 
leadership, but may be part of leadership efficacy in multiple frameworks.  
 Behavior/Skills. Scholars such as Mumford et al. (2000) and Jago (1982) see 
leadership as a behavior or a skill that can be developed through the training and 
development of specific capabilities. Leadership skills, from this perspective, are 
available to all people. In a skills-based perspective, leadership is defined within the 
context of developing particular leadership competencies, each of which can be refined 
and improved (Northouse, 2016). The skills framework accounts for many of the 
complexities of leadership that are not considered in other models, such as creative 
problem solving, conflict resolution, listening, and teamwork. Research using military 
structures represents much of the formative work in this perspective, however, making it 
difficult to transfer to other organizational settings with any kind of predictive value 
(Northouse, 2016). 
Process. A broader perspective is that of leadership as a process. Within this 
framework, leadership “resides in the context of the interactions between learners and 
followers,” thus making “leadership available to everyone” (Northouse, 2016, p. 8). 
Within this framework, everyone involved is more likely to succeed in achieving both 




to decisions, so the work is not entirely driven by the leader. Through this lens, leadership 
can be taught, refined, and improved through analysis and reflection of the leader’s 
actions (Crisp & Alvarado-Young, 2018). It is this definition of leadership that I use 
within this study. 
Summary 
Scholars have struggled to define what leadership is and whether it is a naturally 
occurring trait within people or if it can be developed through experience and training. 
For the purposes of this study, I consider leadership to be a process between leaders and 
followers that can be learned, refined, and developed through a variety of experiences 
and training. I now consider other lenses to examine how leadership is framed in a variety 
of perspectives. 
Leadership Frameworks  
Before discussing the intricacies of transformational leadership, an overview of 
other forms of leadership is warranted to situate the transformational leadership 
framework within the context of leadership studies and justify its use as a lens for this 
study. This overview is organized by leadership approach. I begin with less formal, “top 
down” leader-driven frameworks before moving on to more formal frameworks where 
the leader is more of an equal participant, and there is a moral component to leadership 
practices. 
Situational approach 
 The situational approach to leadership frames the leader as one who needs to 




accomplish that task. By examining the commitment of the followers and their level of 
competence, the leader can choose the style of leadership, coaching, supporting, 
directing, or delegating that will best assist the followers in finishing the pre-determined 
task (Northouse, 2016). The followers in this framework are placed into roles based on 
what they bring to the organization. Followers have little input in the process of goal-
setting or the steps used to attain that goal. 
Behavioral approach 
 The behavioral approach to leadership allows researchers to study “what leaders 
do rather than who leaders are” (Northouse, 2016, p. 90). This approach examines the 
motivations of leaders, their attention to results, and their concern for followers. The 
interaction of these factors forms the basis for the style of leadership employed. Styles 
include authority-compliance, country-club management, impoverished management, 
middle-of-the-road management, and team management (Northouse, 2016). Management 
teams and researchers use the behavioral approach to examine all of the activities of a 
leader to help improve group effectiveness and productivity. 
Charismatic Leadership  
House (1976) defined charismatic leaders, like those mentioned earlier in the 
chapter under the trait perspective of leadership, as possessing “high levels of self-
confidence, dominance, and a strong conviction in the moral righteousness of their 
beliefs” (p. 194). House described the follower’s belief in the leader as being founded on 
the follower’s commitment to the organization. According to Conger (1999), the leader 




influence over their followers” (p. 157). In the charismatic leader framework, the leader 
is the follower’s central focus, and goals are still generated and articulated by the leader; 
however, the leader utilizes their charisma to help empower followers instead of coercion 
to engage in the attainment of the goals of the organization. 
Leader-member exchange (LMX) 
 In the leader-member exchange (LMX), leaders and followers form a dyad where 
the interaction between the two can be isolated and examined. These dyads allow leaders 
and followers to share the same context in the decision-making process. The dyads 
additionally serve as an observational tool to allow researchers to examine the 
relationship between leader and follower. The work of Dansereau et al. (1975) broadens 
the scope of LMX to include personality traits of both leaders and followers in the 
creation of these work group dyads.  
Gutermann et al. (2017) posited that leaders can be examples for their followers 
and that people will mimic behaviors they see from those in charge. The authors found 
that higher levels of work engagement by the leader led to greater engagement from their 
followers. Additionally, a leader’s understanding of the importance of their job positively 
impacted their relationship with their followers. Haddouch (2017) examined the use of 
email to develop leader-member relationships between faculty and students. They found 
that although the use of email did not impact the strength of the connection between 
surveyed faculty and undergraduate students, faculty who were willing to undergo email 
protocol training (fostering a professional tone in emails, rules for continued 




relationships that were based on “mutual respect, trust, and a meaningful sense of 
obligation” (p. 100). Kimmel (2016) found that a school principal’s ability to listen to and 
engage with teachers strongly contributed to the quality and strength of the leader-
member relationship. The quality of teachers’ interactions with students could likewise 
foster a more stable and solid relationship as students understand the teacher’s 
perspective. 
The dyadic element of LMX introduces the concepts of morality and fairness into 
leadership. In-group dyads are comprised of followers with relationships with the leader 
that have special access to the leader or extra privileges in the workplace, like more 
information, influence, and concern from their leaders. Followers in the out-group dyads 
do not enjoy these extra provisions and are treated differently (Dansereau et al., 1975). 
The formation of in- and out-groups counters the prevailing belief that all workers are 
treated equally, have the same access to leaders, and receive equal opportunities at work 
(Liden & Graen, 1980; Northouse, 2016). The treatment of followers as a group with 
members that collectively need individual attention and motivation is reflected in 
transformational leadership. 
Transformational Leadership 
The term “transformational leadership” was first used by Burns (1978) in his book 
Leadership. Burns used transformational leadership to define leadership not as a skill or a 
trait that people possess but as a process in which both leaders and followers are engaged 
and to which they are committed. In transformational leadership, the leader is committed 




motivation in order to create goals and solutions in which all parties can be invested. 
Transformational leadership is about creating hope as stated by Kets de Vries (2004), 
“True leaders are merchants of hope, speaking to the collective imagination of their 
followers, co-opting them to join them in a great adventure” (p. 188). 
Authentic Transformational Leadership 
 Burns (1978) highlighted the importance of authentic transformational leadership 
being morally uplifting. It was important to Burns to note and delineate how charisma 
was used as a tool of leadership by 20th century leaders like Gandhi and Hitler. Both 
figures used charismatic traits to lead their respective people. Gandhi was an authentic 
leader who “aroused and elevated the hopes and demands of millions of Indians and 
whose life and personality were enhanced in the process” (p. 20). Gandhi threw himself 
into the cause with his people and in the process elevated his fellow Indians and himself. 
Gandhi is what Bass and Riggio (2006) call a socialized transformational leader or one 
whose leadership is “based on egalitarian behavior, serves the collective interest, and 
develops and empowers others” (p. 13). Leaders can inspire, convince followers to 
transcend themselves, pull the best out of people, and make a positive impact on the 
people around them. Leaders persuade people to do what they normally would not do; 
however, “there is nothing inherently moral about leadership: it can be used for bad ends 
as well as good” (Kets de Vries, 2004, p. 188).  
Hitler characterized the personalized, inauthentic, or pseudotransformational 
leader who uses “manipulation, threat, and punishment and show[s] disregard for the 




Riggio, 2006, p. 13) and uses their power to further their own motives. Hitler was “an 
absolute wielder of brutal power” (Burns, 1976, p. 27). According to Howell and Avolio 
(1993), in order to be truly transformational, leaders must be both authentic and 
socialized. When viewed through the lens of education, this implies that teachers 
embracing transformational leadership strive to lead their students to achieve their best 
work in a positive and generative environment. 
Avolio and Gardner (2005) have parsed the meanings of authentic leadership and 
transformational leadership along the lines of charisma. Their definition of authentic 
leadership removes the trait of charisma from the definition in order to clarify the 
distinction of authentic leadership as a paradigm “root construct” (p. 328) for many of the 
modern leadership frameworks like servant, spiritual, or other forms of positive 
leadership. The meaning here is to delineate how charisma could be used to sell a 
transformational vision of the future that is manipulative or for the personal aims of the 
leader and not the shared goals of the followers and would therefore be inauthentic. 
Transformational Leadership in Educational Settings 
 Bass and Riggio (2006) suggest that transformational leadership has grown in 
popularity due to its emphasis on the needs of followers to grow as learners and leaders 
as well as the reliance on intrinsic motivation as an empowering tool. Leaders use the 
elements of follower growth, development as leaders, and intrinsic motivation to help 
realize goals commonly developed between the leader and their followers. 
Transformational elements allow the ethical and moral obligations of leaders to be 




create and achieve goals. Other leadership frameworks do not explicitly state an ethical 
component as does transformational leadership which is essential when discussing 
leadership in an educational setting. In transformational leadership, leaders articulate 
goals that have moral overtones (Northouse, 2016) where the objective is to “do the right 
thing, to do what fits principles of morality, responsibility, sense of discipline, and 
respect for authority, customs, rules, and tradition of a society” (Bass & Riggio, 2006, p. 
14). Authentic transformational leaders are as much concerned with their followers’ 
needs and development as they are with the attainment of the goals of the organization. 
Viewing transformational leadership as a process between follower and leader 
with moral and motivational factors provides a space to “increase satisfaction and 
performance, and enhance learning, creativity, and ethical conduct among those being led 
(i.e., in a classroom setting, students)” (Pounder, 2008, pp. 117-118). This process-based 
perspective allows researchers to examine how the relationship between followers and 
leaders impacts the decisions leaders make and how they interact with followers. 
Burns (1978) separated leadership into two types: transactional and 
transformational practices. Transactional leadership serves to accomplish tasks whereas 
transformational leadership is a leader’s ability to guide followers towards mutual “end-
values” (p. 426). Kets de Vries (2004) referred to these end-values as traits like a sense of 
community, enjoyment, and meaning as “meta-values” (p. 199) and placed them above 
the objectives of the organization. In the context of a band setting these meta- or end-
values constitute the goals of the organization from year to year, beyond the musical 




Transformational practices place an emphasis on the needs of followers and their 
development as future leaders (Northouse, 2016). The emphasis on the collective good 
and the needs of followers are what make authentic transformational leadership function 
as a viable leadership framework (Bass & Riggio, 2006). As Walzer (2017) noted, 
transformational leadership, can lead the way to frame the work of music teachers, help 
them take responsibility for reaching student-generated goals, and articulate a fresh vision 
for the future of music education.  
 Transformational leadership is a process wherein leaders and followers build an 
authentic relationship. Together they then work to set and achieve goals based on the 
needs of followers. In this framework, leaders work in the best interest of their followers 
while simultaneously working to develop leadership in their followers. In an educational 
context, teachers act as leaders with student followers in an effort to teach them not only 
curricular items, but also develop their own leadership qualities as well.  
Full Range of Leadership (FRL) 
 Bass (1995) realized that leadership could be understood not as two sides of a 
transactional vs. transformational coin but as a spectrum or range of leadership practices. 
Leaders could move between transactional and transformational leadership as the 
situational needs of followers changed. Bass and Riggio further augmented the theory of 
transformational leadership through the development of the Leadership Behavior 
Description Questionnaire (LBDQ) and the Multifactor Leadership Questionnaire (MLQ) 
(Bass, 1995; Bass & Riggio, 2006; Seltzer & Bass, 1990). These two research tools 




leadership, parse them out from more transactional ones, and examine leadership 
practices from across the Full Range of Leadership (FRL). 
 Unlike other leadership approaches, transformational leadership runs through a 
spectrum that encompasses a variety of leadership behaviors which may be employed 
simultaneously (Avolio & Bass, 1999). Bass and Riggio (2006) referred to this spectrum 
as the “Full Range of Leadership (FRL)” (p. 7). The FRL encompasses non-leadership, 
transactional practices, and transformational elements that can be used by leaders as 
demanded by the situational needs of followers.  
Laissez-faire 
 At the most basic level of the FRL is the laissez-faire form of transactional 
leadership. Laissez-faire is defined as leadership that does as little as possible. In laissez-
faire leadership, there is no attempt to help followers grow and develop, decisions are not 
made, and plans are not formed. It is defined as “an absence of transaction” (Pounder, 
2008, p. 117) or simply as management, not leadership.  
Transactional Elements of Leadership 
Toward the middle of the FRL spectrum exists the transactional levels of 
leadership: passive management-by-exception, active management-by-exception, and 
contingent reward. Transactional practices involve leadership based on follower 
performance, usually for material compensation. Transactional leaders rarely deal with 
the individual needs of followers. Passive management-by-exception is a style of 
leadership where the leader provides basic guidance on rules and regulations and waits 




Riggio, 2006). This style emphasizes a negative feedback system where followers only 
get feedback in the form of criticism. This feedback is designed to encourage adherence 
to the rules and has little or no impact on the growth of the follower as a member of the 
organization. The only difference from passive management-by-exception and active 
management-by-exception is that the leader is engaged with followers to look for 
deviations that can cause mistakes or errors. Although the leader is more proactive in this 
style of leadership, follower growth and interaction are not a priority for the leader. 
Contingent reward is the final element of transactional leadership. It is a simple 
system of task completion for a pre-determined reward and has been found by Bass and 
Riggio (2006) to be “constructive” (p. 8) and “reasonably effective in motivating others 
to achieve higher levels of development and performance” (p. 8). Leaders participate in 
“clarifying expectations, exchanging promises and resources, and constructing 
agreements” (Pounder, 2008, p. 116). This type of leadership bridges the gap between 
transactional and transformational leadership practices because the reward could be 
transactional like a salary bonus, or transformational where praise or individual attention 
is the reward (Bass and Riggio, 2006).  
Deci and Ryan (2000) discuss rewards when exploring the various stages of 
motivation as it moves from amotivation to an external form to an internally regulated 
form of motivation. Deci and Ryan (2000) demonstrate that external or material rewards 
to do not help in promoting an internalization of motivation and in fact, can break down 
the internalization process. In order for the process of internalizing motivation to work, 




regulations” (p. 238), to determine their own reasons for engaging in the tasks and goals 
of the group in order for those motivating factors to become truly internalized and 
motivational. 
Transformational Elements of Leadership  
The transformational elements of leadership are idealized influence, inspirational 
motivation, intellectual stimulation, and individual consideration. These elements are 
what elevate leadership away from a transactional practice. Idealized influence is the first 
factor of transformational leadership. Although sometimes called charisma in the theory’s 
earlier development, idealized influence in transformational leadership has two parts: 
“the leader’s behavior and elements attributed to them by followers” (Bass & Riggio, 
2006, p. 6). These leaders develop ideas related to their vision for the organization and 
observe high moral conduct by helping empower followers and showing respect for 
“authority, customs, rules, and traditions of a society” (p. 14). Idealized influence is also 
the result of individual interactions with followers so they understand who the leader is 
and what they represent to the organization and the follower. In the case of teachers, 
leaders practicing idealized influence take the time to learn about students, their interests 
outside of the classroom, and how students value their time in class. 
 Transformational leaders also possess inspirational motivation, or the ability to 
motivate followers to achieve more than they initially thought possible. Inspirational 
leaders clearly communicate goals and help followers “envision and take ownership of 
attractive future states” (Pounder, 2008, p. 116). Educators who practice inspirational 




impossible, or new. 
Intellectual stimulation is the willingness of followers to challenge beliefs (their 
own beliefs, the organization’s beliefs, and possibly the leader’s beliefs as well) and act 
creatively and innovatively on behalf of the organization. This openness to creativity is a 
key part of transformational leadership in the music classroom. Teachers who want to 
encourage intellectual stimulation can help students find their own solutions to a variety 
of issues, allowing room for student voices in decision-making processes.  
  Finally, individualized consideration is the leader’s willingness to listen to, and 
act on, the needs of followers. Followers are “developed to higher levels of potential 
through the provision of new learning opportunities” (Pounder, 2008, p. 116). The 
constant interaction of leaders with followers helps to develop goals that followers can 
believe in because their needs are being addressed in the development and attainment of 
those goals. In their research developing the FRL framework, Seltzer and Bass (1990) 
studied transformational leaders and found individualized consideration to be a construct 
between transformational leaders and individual followers. Leaders who exercise 
individualized consideration are frequently seen by followers as mentors who take the 
time to interact with employees, or students, on a personal level in order to understand 
them better and to help make their work more meaningful (Bass & Riggio, 2006). Band 
teachers who practice individualized consideration take time to understand what band 
means to their students and what band contributes to the student’s own life, not just what 
the student brings to the band. 




and the goals of the followers to be the same or at least similar in nature. As goals 
become more related, leaders create opportunities for the group to accomplish more than 
the individuals could alone. Doing so enhances a “sense of self-determination” (feeling of 
control over their lives), “sense of impact” (feeling that follower actions make a 
difference), and “sense of competence” (feeling of growth and development) (Kets de 
Vries, 2004, p. 198), These outcomes are similar to the pillars of Deci and Ryan’s (2008) 
self-determination theory (SDT): competence, relatedness, and autonomy. 
Management vs. Leadership 
 The difference between management and leadership is a fine point that is still 
debated and contested in leadership research. According to Northouse (2016), 
management is a product of the modern age and is rooted in efficiency and organizational 
structure. Management is centered on organizational tasks such as scheduling, budgeting, 
and staffing. Leadership, on the other hand, deals with issues broader in scope that are 
more generalized and visionary. Vitter (2011) studied leadership as it pertains to the 
balance of administrative and musical duties of the band director’s job description and 
the success of the band and found that band directors must develop leadership skills in 
addition to the professional skills they need to direct a program. Aspects of leadership 
include issues like aligning people with goals, motivating and inspiring followers, and 
creating a vision for the organization (Northouse, 2016).  
Toor (2011) posits there is no firm, agreed upon definition of leadership but that 
management encapsulates planning, organizing, and controlling organizational resources. 




flexible and open to new ideas, whereas management is more rigid and looks for tested 
approaches” (p. 316). Even with these differences, Toor suggested that leaders and 
managers need each other, implying that leaders need managers to take care of daily tasks 
and routine operations while managers need leadership to direct the company with vision 
and directions for growth. Toor (2011) reached the following conclusions about 
leadership and management: 
1) Leadership pursues change that is coupled with sustainability, while management 
endeavors to maintain order that is tied with the bottom line. 
2) Leadership exercises personal power and relational influence to gain authority, 
whereas management banks on position power and structural hierarchy to execute 
orders. 
3) Leadership empowers people whereas management imposes authority. (p. 318) 
Walzer (2017) notes that “leadership assumes that inspiring and engaging people 
to take action is equally essential to task completion and maintaining stability 
[management]” (p. 36). The implication here is that although management and leadership 
may be different, they are both necessary to direct any kind of a program, including a 
band. Wis (2007), speaking of conductors, argues that the difference between a leader 
and a manager is “the amount of growth or change that occurs in the people and 
organization we lead” (p. 5). Wis continues to delineate managerial conductors as 
individuals who prioritize getting the concert ready as efficiently as possible while a 
conductor who leads is more interested in making the process a more musical and 




Leadership and management are reciprocal concepts that rely on the presence of 
the other in order to help organizations function. Although leadership is not expressly 
present in managerial tasks, management must occur so that leadership can be exercised 
on a larger or grander scale within the context of the organization. Leadership, when 
exercised in a transformative manner, moves all followers towards active growth and the 
goals set forth by the organization.  
Leadership Environment 
Although much of the literature on leadership has been set in a variety of cultural 
and business contexts (Bass, 1997; Bass et al., 2003), studies have been conducted to 
specifically examine the use of transformational leadership in classroom contexts, as well 
(Cheng, 1994; Kirby, et at., 1992; Pounder, 2008). Scholars (Cheng, 1994; Pounder, 
2008) state that the classroom can be thought of as a group where the teachers are leaders 
and students are followers. Pounder (2008) observed transformational leadership 
practices in a Hong Kong business school classroom and found that the transformational 
leadership framework was usable in the educational setting and “generalizable across 
organizations and cultures” (p. 131). The author found the classroom to be a place where 
a teacher’s use of transformational leadership encouraged “increased satisfaction and 
performance, enhanced learning, creativity and ethical conduct among followers” (p. 
117). Cheng (1994) examined teacher leadership style in relation to classroom 
environment and student performance and found that leadership style was very influential 
in promoting positive student outcomes. 




concurrent studies, Kirby, Paradise, and King (1992) examined transformational 
leadership in education. In the first study, the authors researched teachers’ opinions of 
their current administration. The authors found that although transformational leaders 
were more common in higher education, K–12 teachers responded to the transformational 
elements of individualized consideration and intellectual stimulation in their educational 
leaders. Teachers, as followers, responded positively to those transformational elements. 
In the second study, a group of 58 teachers were individually asked about a 
former extraordinary leader and to describe an event that demonstrated their leadership. 
The authors asked for responses about the leader’s abilities in relation to that event in 
order to determine how the leader established extraordinary leadership practices. 
Intellectual stimulation was a key element in the identification of extraordinary leaders.  
Leadership can have various impacts on the teacher-student relationship in the 
classroom. Bolkan and Goodboy (2009) studied how the elements of transformational 
leadership promoted positive learning outcomes that included increased teacher 
credibility and greater learning satisfaction from students in the form of “instructor 
accessibility, course related practices, and instructor competence” (p. 303). Most 
importantly, they found that, in their study, when teachers took the time to determine 
individual student needs, more positive learning results ensued. In total, according to 
Bolkan and Goodboy (2009), the combination of the transformational elements of 
individualized consideration and inspirational motivation “represents a progressive 
approach to teaching which emphasizes the relationship between teachers and students” 




Bolkan and Goodboy (2010) also studied the impact of intellectual stimulation on 
college students. The authors determined that the use of intellectual stimulation in the 
classroom contributed positively to student motivation, cognitive learning, affective 
learning, communication satisfaction, and student perceptions of empowerment. As such, 
the authors inferred that students felt empowered by professors who engaged them in the 
learning process and pushed them to work harder. 
Brewer and Burgess (2005) studied factors that kept college students motivated to 
continue attending classes. The authors found that a teacher’s personal qualities were 
more important to students than teaching practices or content knowledge. Qualities 
including enthusiasm for the subject matter, open-mindedness, knowledge of students’ 
names and interests were among the top qualities named by college students. 
Additionally, the ability of the teacher to include student voice in the direction of the 
class and type of assignments was a significant contributing factor in helping students 
stay motivated to attend classes. 
Teachers can use transformational practices in a number of ways to promote an 
open and accepting classroom environment, and create deeper, more meaningful 
relationships with students. Although these efforts to be transformational may not be 
deliberate or directly acknowledged to students, transformational practices have a place 
in the classroom and can have positive contributions for students and teachers alike. 
Transformational Leadership in Music-Making Environments 
Transformational leadership has been examined in a music setting as an 




theme is that conductors engage and educate the ensemble throughout the process of 
building to a concert experience. Wis (2007) states that: 
the process of getting to the goal – a complex, ever-changing, wonderful mix of 
experiences – must be considered and crafted just as carefully if the moments of 
rehearsal are to be rich, rewarding and full of potential – and if the performance 
that results from these rehearsals is to be alive and insightful. (p. 75, emphasis in 
original)  
Similarly, ensemble mood and leadership style has been shown to enhance 
performances. Boerner and von Streit (2005), for example, in their study with over 200 
orchestral musicians, determined that an orchestra with a good “cooperative group 
climate” (p. 39) can overcome a less transformational conductor. If the conductor 
employs a transformational style, however, they “imbue his or her artistic concept with a 
persuasiveness that elicits the commitment of the orchestra members through its 
visionary quality, intellectual stimulation, and inspirational motivation” (p. 35). The 
combination of “cooperative group climate” (p. 38) and transformational style also 
creates an opportunity for the orchestra to perform at levels greater than normal. 
 The relationship between an orchestra and their conductor was studied and was 
found to be a three-step process of a testing/trust-building phase, a working stage, and a 
transformational stage (Atik, 1994). Orchestra members, managers, and conductors were 
interviewed regarding leadership of the conductor. The transformational stage of the 
relationship between conductor and orchestra was found to be the most difficult stage to 




lead through building trust among members of the ensemble. Conductors must also 
understand that control is not a unidirectional construct and that members of the orchestra 
may have some power to exert in the creative process. Finally, transformational 
conductors must be dynamic and open to change as they work with orchestras to create 
musical performances. 
 In a similar study of orchestras and their conductors, Boerner and Gebert (2012) 
examined how orchestra processes and structure worked together. Specifically, they 
examined how the processes of idea generation and integration were affected by the 
conductor’s transformational leadership practices. The use of transformational leadership 
practices by conductors was found to engender mutual trust and collective self-efficacy in 
the orchestra. These effects promoted idea generation and integration across the orchestra 
in a way that helped to develop creativity in the orchestra. Additionally, Boerner, Krause, 
and Gebert (2004) found that a charismatic conductor contributed to the success of the 
orchestra by enhancing a musician’s performance skills and motivation (idealized 
influence and inspirational motivation). The authors recommended that this motivational 
quality in a conductor be examined during the interview process due to its prominence in 
the relationship between the orchestra and the conductor. 
 Rowald and Rohmann (2009) studied transformational leadership in German 
choirs by individually administering questionnaires to 300 members of a German choir to 
determine what leaders can do to motivate followers and which leader behaviors elicit 
high performance results in followers. Much like the programs run by band directors, 




these groups operate as non-profit organizations, they do not have material incentives like 
salary or promotion to motivate followers. In a finding similar to Boerner and von Strait 
(2005), Rowold and Rohmann determined that transformational leadership positively 
contributed to musical performances beyond the influence of transactional leadership as 
highly satisfied members of a voluntary ensemble may put more effort into their music 
making. The authors attributed this gain to two findings. First, the elements of 
transformational leadership (idealized influence, intellectual stimulation, inspirational 
motivation, and individual consideration) correlated to positive emotions. Second, the 
authors found that transactional leaders are not as sensitive to the emotional needs of 
followers as transformational leaders. These practices map well with the ideas posited by 
Deci and Ryan (2008) in relation to internalized motivation. As conductors gain 
sensitivity to followers’ emotional needs, followers may be more internally motivated to 
participate in the ensemble. Hendricks (2018) also speaks to the ability of compassionate 
music teachers to relate to their students on a deeper level through “trust, empathy, 
patience, inclusion, community, and authentic connection” (p. 33). Transformational 
teachers can help students become better versions of themselves by simply reaching out 
and getting to know them better. 
 Transformational practices can help conductors and educators develop a 
relationship with ensembles that keeps the artistic and musical needs of the group at the 
center of their collective efforts. Conductors might employ transformational practices as 
another way to develop rapport and trust with new ensembles or as a way to engage 





 Transformational leadership has its critics (Berkovich, 2016, 2018; Kwan, 2020). 
Berkovich (2016) cites three concerns about the framework. First, they argue that the 
theory lacks clear definitions of transformation leadership, as well as in the definitions of 
various related concepts. Some of the elements of transformational leadership overlap, 
but areas where that overlap occurs are not clearly defined, making it difficult to use the 
theory to assign causation to the effects of leadership. Second, the clarity of the 
distinction between the definition of transformational leadership and its effectiveness as a 
form of leadership is lacking in that “transformational leadership explains effective 
leadership and that it is even equivalent to it” (Berkovich, 2016, p. 611). Finally, 
Berkovich says it is unclear how transformational leadership affects outcomes.  
 Despite these critical assertions, Berkovich recommends the continued use of 
transformational leadership as a theory to examine educational practices for two reasons. 
First, Berkovich (2016) recommends keeping transformational leadership as a theory 
used in the field of educational research due to its ubiquitous presence in the field. As 
such, transformational leadership is a tool in both research and practice that helps 
researchers explore the field in new and interesting ways. Second, Berkovich contends 
that the ability to fit transformational leadership with other theories in educational 
research can help make new and meaningful contributions to the field. This study aims to 





 In a subsequent study, Berkovich (2018) investigated some of the assumptions of 
transformational leadership among principals and found some of them to be unfounded. 
The most relevant assumption as related to the theoretical framework overall was that 
principals act in a binary way using either transformational or transactional leadership 
styles. Berkovich found that although some principals were transformational, there was a 
large segment of the participants who used both transformational and transactional 
practices as a regular part of their work. This suggests that, rather than view these ideas 
as oppositional, one might consider them as part of a continuum wherein individuals 
move between transformational and transactional practices, dependent upon the context. 
 The use of transformational leadership as a framework for educational leadership 
and the engine for improving student outcomes was explored by Kwan (2020). 
Transformational leadership was found to be an important part of the equation when it 
came to improving student  outcomes, but transformational leadership was not enough on 
its own. Principals also needed to utilize other methods to improve and monitor the 
quality of instruction.  
Within this study, I examined how teachers themselves learned and used 
transformational practices to affect change in their students in the context of their own 
career without waiting for principals to offer feedback or professional development 
opportunities. Additionally, per the suggestion of Berkovich (2016), I paired 
transformational leadership with self-determination theory to see how elements of 





 Studies have shown that the classroom is a cultural environment where the 
teacher can function as a leader and the students can act as followers. Transformational 
leadership has been shown to be effectively used by teachers in classroom settings to 
promote enhanced learning outcomes and to empower students to have a greater voice in 
their education. Furthermore, conductors and their ensembles who build their relationship 
with elements of transformational leadership have been examined. The findings of these 
studies demonstrate that the use of transformational leadership helps to contribute to a 
greater sense of trust in the ensemble where the conductor is more sensitive to the needs 
of the group and the members of the ensemble feel more comfortable contributing to the 
creative process than in more conductor-centered models.  
Student Leadership 
 An educator who is a transformational leader will also develop the capacity for 
leadership in others, especially students. I am interested specifically in high school 
student leadership in this study; however, due to the proliferation of studies that have 
examined university students and leadership, this section of the chapter will examine 
studies that included this population as well. Komives et al. (2005) stated a need to 
determine and understand how a person develops a leadership identity. The authors listed 
developmental influences, meaningful involvement in leadership situations, and reflective 
learning as factors that assisted people in growing into a leadership identity. Caswell 
(2005) noted that student leadership councils can help music departments do more for 





 High school students’ perceptions and understandings of leadership are just 
beginning to take shape. Aminitehrani (2017) examined what leadership meant to high 
school students. In this study, students expressed ideas about setting an example for 
others, guiding and leading other people, and reaching a common goal while serving 
others as their own vision of leadership. When asked about traits that applied to people in 
leadership positions, many of the students cited traits like planning and being organized, 
setting an example, being responsible, the ability to make decisions, the freedom to guide 
and advise others, and the ability to show their own initiative.  
 Aminitehrani (2017) found that students developed leadership best when the 
school club advisor was involved in the leadership learning process. Although the 
development of leadership skills without the help of an advisor was possible, leadership 
development was much easier to do with the help of advisors, as many clubs did not offer 
deliberate leadership clinics or curriculum. Additionally, those clubs that did offer such a 
program may not have been designed to “engage students appropriately about leadership 
skills” (p. 116). Overall, it was found that students gained much of their understanding 
about leadership through “observational and experiential techniques” (p. 108) rather than 
the recommendation of Komives et al. (2013) of  more traditional coursework or a 
classroom setting. 
An additional facet of the study was that Aminitehrani (2017) examined how 
students’ leadership was influenced and found that students did not refer to modern 




understandings of leadership were influenced by observing teacher leadership behaviors 
at school, family, friends, and their place of employment. Participants were also able to 
identify the impact of leadership on their own development as they “led without a title” 
(p. 90) through engaging in activities like volunteering, tutoring, and doing well in 
classes. These findings were matched by Lathbury (2006) who found that students 
“improved leadership and managerial attributes when involvement in multiple years [of] 
participation in leadership activities…versus those who have not completed multiple 
years” (p. 82). 
Pierce et al. (2020) reported that student-athletes perceived leadership in two 
ways. First, students tended to view leadership in a skills-based, behavior-oriented 
perspective, seeing actions and relational skills as the basis for the definition of 
leadership. Second, students saw a leadership mindset as an element of student leadership 
and which encompassed the leader’s continued personal development and the use of a 
transformational outlook on their relationships with other people. Although students did 
not use the word transformational in their descriptions of leader behaviors, it was 
apparent that students could recognize actions of this sort even in high school during 
some of their first leadership experiences. In addition to these findings, the authors stated 
that positive relations with coaches helped to improve leadership even if it was not 
explicitly taught and that transferring leadership practices outside of the sports world also 
helped increase self-confidence in student-athletes. 
Even among adults, defining the scope and definition of leadership in a 




questionnaire helped to delineate Leadership Development Competencies that, according 
to Pennsylvania’s Department of Education, high school students should understand and 
be able to use before graduating. The competencies were placed in two domains: Leading 
Others and Leading Oneself, with the second domain being broken down into analytical 
and organizational skills. Leading Others included skills like communication, problem 
solving, and interpersonal skills. Leading Oneself included perseverance and resilience, 
integrity, and responsibility. It should be noted that even with the identification of a long 
list of character traits, there was still a lack of agreement on the definition of leadership 
among respondents.  
In a 2005 study, Johnson examined student perceptions of leadership during face 
to face encounters and over computer moderated interactions. Johnson proposed that 
although the traits of leadership that students saw did not seem to change with the format, 
the ability of students to rate these characteristics and the perception of the importance of 
these traits varied significantly, indicating that students can see leadership but may need 
help in defining what good leadership is and looks like.  
The role of adults in student leadership was echoed in a finding by Westlake 
(2015). Through a study involving student leaders in marching band, the author found 
that, although a specific list of traits present in good student leaders was not definable, 
adult mentors had a positive impact on the students’ attainment of leadership skills. 
Furthermore, Westlake noted added positive benefits with the convergence of 
transformational leadership practices with 21st century skills (Critical Thinking, 




across the nation. Westlake also stated that the skills learned in leadership programs 
moved on with students after their high school band experience. This suggests that skills 
gained in high school can have a positive impact on students’ experiences later in life. 
The student-teacher relationship was also cited in Lyons (2018) as an important 
resource for students. Based on survey data, Lyons noted student leadership building was 
of “great importance to both students and teachers” (p. 185) and that 63.3% of 
respondents agreed with the survey statement “At my school, I am able to work with 
teacher to accomplish goals” (p. 186). In the educational world, however, leadership is 
typically disseminated from the principal to the teachers, but not further distributed to 
students. Silva (2002) and Calvert (2004) found that adult resistance, some intentional 
and some inadvertent, and school bureaucracies were normal barriers to promoting 
opportunities for student leadership and voice. These findings are similar to Winchester 
(2018) who developed a program that advocated for critical student leadership 
development and was pivotal in shaping their classroom environment. Winchester said 
that students need agency to improve their learning environments and that this agency 
can and should be provided by high school teachers, as “too often youth are divorced 
from their individual and collective agency in addressing issues that impact them due to 
systemic and institutional constraints that education systems place on them” (p. 28). In 
short, students have difficulty developing their own leadership skills unless adults in the 





Students have an opportunity to develop a leadership identity during their time in 
the classroom. The use of adults as mentors to demonstrate the uses of leadership and as 
authority figures to intervene, if needed, is an important part of the leadership learning 
construct. Students acknowledge that there are many facets to leadership, but they also 
struggle to define them. Student leaders learn leadership best when they have a chance to 
both observe leadership in action, from adults and teachers as a start, and use leadership 
on their own to accomplish their own objectives. These leadership skills have been shown 
to travel with the student as they leave school and move on to employment in the wider 
world. Unfortunately, in some cases, teachers at school are the greatest obstacle to 
students having a chance to experiment with leadership at the student level. 
Definitions of Mentors and Peers 
 As cited in the previous section, mentors are a critical part of the leadership 
learning process. Mentoring has been studied as a variety of fields. Within music 
education, mentoring has been studied in creating safe spaces for LBGTQIA+ students in 
music (Goodrich, 2020), music education in K-12 schools (Alexander & Dorow, 1983; 
Foster, 2014; Gilbert, 2016; Goodrich, 2021; Gramm, 2021; Johnson, 2013, 2015, 2017; 
Sheldon, 2001), collegiate music programs (Jackson & Price, 2019), jazz bands 
(Goodrich, 2007, Goodrich et al., 2014), string orchestras in the “El Sistema” system 
(Hopkins et al., 2019), student teaching (Draves, 2017), and, more broadly, in 
relationship to keeping students interested in staying in school (Blechman, 1992; 




Mentoring has been defined as a “relationship between two individuals where a 
more experienced person demonstrates commitment to providing developmental support 
to the less experienced individual” (Crisp & Alvarado-Young, 2018). According to Crisp 
and Alvarado-Young, sources of mentoring are varied and could include teachers, 
coaches, parents, or academic advisors. Mentors should be trained, widely available, 
diverse, and have a good set of communication skills in addition to their ability to be 
good at what they do. Most importantly, Crisp and Alvarado-Young state that mentoring 
efforts should “span the students’ entire educational experience” (p. 43). Foster (2014) 
defined peer mentoring using three criteria: reciprocity, consistent interactions over a 
period of time, and “lasting benefits as a result of a learning partnership” (p. 2). Through 
mentoring, peers can also help young people develop leadership in themselves. After a 
study on mentor training and some other leadership experiences with their peers, students 
began to self-identify as leaders (Trela, 2001). Trela also found that students used the 
same skill set cultivated within the mentoring program to further develop leadership skills 
outside of the mentoring program. 
Peers have also been cited in studies as origins of leadership. A peer is a partner 
of equal status and age who is focusing on the personal and professional development of 
both individuals in a dyadic relationship (Bampton, 2007; Eriksen et al., 2020; Komives 
et al., 2005; Parker et al., 2008; Parker et al., 2012). Schneider (2002) posited that 
adolescents look to peers for guidance but that friendship, not popularity, was a better 
indicator of leadership potential. An additional finding was that the same leadership traits 




Goodrich (2018) noted that peer mentorship can lead to the development of student 
leadership as students learned leadership from band directors and other clubs like student 
council. In a study on tutoring in band, Alexander and Dorow (1983) found that the 
mentoring relationship was effective and helpful for both members of the pair. The tutee 
learned new material from the peer tutor, and the peer tutor gained experience from 
teaching the lesson.  
The relationship of peers to each other can be flexible which allows the 
connection to grow and adapt as peers grow as learners and leaders. Goodrich (2018) 
noted that peer mentoring can have a fixed or reciprocal form. In the fixed form, the dyad 
learns in a formal, hierarchical structure that remains unchanged throughout the learning 
process. A reciprocal setup is less formal and has the dyad switching roles as the situation 
demands and learning progresses, usually outside of formal rehearsals. Goodrich also 
found that both of the peer mentoring formats were just as successful as teaching content 
in a teacher-centered classroom, but the peer mentoring classrooms featured “increased 
engagement, increased music growth, and sought out more leader opportunities” (p. 15). 
Mentors have the capacity to help or hinder the development of leadership in their 
mentees. Solansky (2010) examined leadership skill assessment mentoring. Using a 
similar definition for mentor, Solansky added that mentors needed to be trained on how 
to mentor and have the time in their schedule to commit to the mentoring relationship. 
Without additional training, it was possible that the mentor/mentee relationship could 
actually harm the development of leadership in the mentee. Mentors were also found to 




reflection on authentic leadership practices. Adult support was also found to be a part of 
leadership identity development (Komives et al., 2005). Adult mentors helped to build 
self-confidence and were some of the first to see leadership traits in young people. 
Komives et al. also postulated that adults had the capacity to create leadership spaces 
within which students could work to develop their leadership skills and identity. 
Uses of Peer Mentoring 
 Peer mentoring can be used as a step in the learning process. Johnson (2013) 
found that peer mentoring could be used as the final part of the knowledge acquisition 
process. After working alone and then with a teacher, working with peers to engage in 
building new knowledge and skills helped to develop a more complete understanding of 
the material. After further study, Johnson (2015) posited that peer-assisted learning can 
help resolve the cognitive dissonance that is a part of the learning process. Furthermore, a 
flexible paradigm that allows the mentor and mentee to switch roles as needed was found 
to be more effective (Johnson, 2015; 2017). According to Johnson, the focus of peer 
assisted learning is to allow students the autonomy to “organize their own learning 
experience” (2015, p. 41). This kind of learning reflects back on the individualized 
consideration of transformational leadership where students are provided the time and 
space to accommodate their own educational needs in their own way while still meeting 
the curricular goals outlined by the teacher. 
 Peer mentoring has been explored extensively in jazz bands. Goodrich (2007) 
found that jazz students heavily favored information about how to play jazz and 




passing along information and tips they themselves had learned from other, older peers 
that had since graduated. This form of intellectual stimulation seemed to be effective 
between peers since the peer mentoring in this band was so extensive that there was jazz 
mentoring happening outside of school at students’ houses as they learned to play and 
transcribe other jazz solos. Finally, Goodrich found that peer mentoring “contributed to 
the success of this ensemble by aiding in a heightened musical development for students, 
making rehearsal time more efficient for the director and by enhancing social growth of 
students” (p. 110). In short, all of the stake holders in the ensemble found some benefit in 
the peer mentoring model through individualized consideration and intellectual 
stimulation. 
 At the collegiate level, peer mentoring, in the form of individualized 
consideration, was found to be effective at helping to retain graduate research students 
(Austin, 2018). Although it was noted that while mentoring would not replace hard work, 
mentoring was found to help new graduate students discover ways to understand their 
new professional role as a researcher. The authors cited tools to help make this transition 
easier like asking open-ended questions, using follow-up questions to clarify answers, 
and professional affirmation. Comentoring was noted as a methodology by Draves and 
Koops (2011) that allowed pairs of graduate researchers to share ideas and work out 
problems with less stress and negative professional judgment. The individual 
consideration these methods promote helps to fundamentally change the identity of new 





In many cases, mentorship is successful when there is more than one mentor 
involved. Multiple perspectives and voices help provide diverse points of view that can 
broaden the scope of a mentoring experience. In Draves’s (2017) study, student teachers 
were mentors for each other as they moved through their student teaching experience. 
Participants noted they liked the support of their colleagues and the idea of having 
multiple mentors to speak with when they had problems. Jackson and Price (2019) noted 
that multi-mentor networks work better in complex environments than the traditional 
pair. Furthermore, multiple mentors can help students learn better than traditional “stand-
alone instruction” (p. 105) and can help to mitigate ethical or power-sharing issues that 
are inherently present in a junior/senior dyad. Additionally, peer mentoring was seen as a 
way to “support mutual learning regardless of experience” (p. 101) and to help cultivate 
acculturation to a new academic environment.  
Comentoring, defined as student to student learning and teaching, was explored 
by Goodrich et al. (2014). Comentoring was found to help strengthen social connections 
while teaching and learning and also promoted an easier exchange of ideas within the 
ensemble. In order for comentoring to be successful, it was recommended that the role of 
teacher and learner in each pair be explicitly spelled out for students to understand. In this 
way, comentoring can be a source of intellectual stimulation and individualized 
consideration for each member of the dyad. The exchanging of teaching roles allows for 
the potential exploration of alternate perspectives and differing understandings on a 




capabilities,” according to Goodrich et al. (2014). “The more the mentee learned, the 
more likely they were able to relay information to the mentor” (p. 16). In this way, both 
members of the dyad have the opportunity to provide insight and solutions to the 
challenges they are facing together.  
Responsibilities 
  Developing a peer mentoring program can take time and additional effort on the 
part of the educator. Teachers must also consider their own ability to “make legitimate 
and truthful pedagogical choices and to consider ethical perspectives and the social 
development of students in conjunction with and of equal weight to other educational 
concerns” (Foster, 2014, p. 202). Likewise, Wis (2007) sees the development of 
leadership as a core responsibility of the director if they are going to delegate power to 
students. If teachers are going to take on the role of facilitators in a student leadership or 
peer mentoring program, they will need to budget time to supervise the peer mentoring 
process. It makes sense that if students are to be delegated more responsibility, that 
teachers instruct them on how to wield it in ways that best help the ensemble and other 
students. The additional instruction that Wis recommends is consistent with the 
transformational leadership concept of helping followers become leaders themselves and 
helping them create their own goals and methods of reaching them. This responsibility 
was echoed by Sheldon (2001), Goodrich (2007, 2018, 2021), and Johnson (2015). 
 Critiques of Peer Mentoring 
 There are concerns about the use of peer mentoring with regard to the abilities and 




some of these strategies. Fodor (1998) observed that students may overly use sarcasm 
when they try to teach mentees. Johnson (2013) also revealed a concern about the slowed 
pace of rehearsal as peer mentoring methods are used during class time. Finally, Johnson 
recognized that the mentee in the learning pair may become disinterested in the 
programmed musical material but still need to make progress to meet learning goals and 
concert readiness. Goodrich (2021) noted that there were concerns about the sharing of 
misinformation between students in his study but found this concern was misplaced and 
non-existent. Many of these concerns can be alleviated by the teacher participating as an 
active facilitator in the mentoring process. As a facilitator, teachers can meet with 
mentors to discuss methods of teaching and communicating, being clear about 
instructional objectives, and monitoring mentee progress. Admittedly, the time it takes to 
develop and monitor an environment where peer mentoring is a normal practice can also 
be seen as a critique of the teaching strategy; however, once the program is running, it 
can foster student growth (Sheldon, 2001), more social interaction, and higher 
performance levels (Goodrich 2018). 
Summary 
Peer mentoring is a relationship between two students where they learn from each 
other. The mentoring relationship can lead to a greater understanding of classroom 
material, deeper musical engagement, and an opportunity to explore leadership skills and 
opportunities. Students use leadership to coach each other through new learning 
experiences. The operation and maintenance of a peer mentoring program will take extra 




appropriately on the director’s behalf; however, that commitment of time and effort 
should eventually bring dividends to the program in the form of greater social interaction 
and alternate forms of learning that are meaningful to students. Appropriate facilitation of 
the program by the teacher also goes a long way to mitigate critiques of the peer 
mentoring process. Throughout the peer mentoring process, directors interact with 
students to help them grow as leaders through individualized consideration and 
inspirational motivation (Bass & Riggio, 2006). Peers act transformatively with their 
partners by utilizing intellectual stimulation to help each other learn and understand the 
music before them more completely. 
Self-Determination Theory (SDT) 
 In their self-determination theory, Deci and Ryan (2000) posit that people innately 
want to participate in activities that help them develop a complete sense of self. The three 
components of this theory are competence, relatedness, and autonomy. Competence is 
defined as the opportunity to experience mastery and seek optimum challenges for the 
individual at that point in their life. Relatedness, also known as belongingness 
(Baumeister & Leary, 1995), encompasses a person’s need to be attached to a social 
group and feel secure in one’s place there. Finally, autonomy addresses the individual’s 
need to be in control of one’s choice of goals and how to pursue them. 
Leadership in the classroom can address the ideas of competence, relatedness, and 
autonomy as the culture of the classroom and the music ensemble evolves. Legutki 
(2010) emphasizes that teachers can provide informative feedback that focuses on student 




outside the music classroom like competition and codified standards. Legutki further 
states that many students (43.4%) see the social interaction with peers as their primary 
reason for being in band, therefore leading many students to experience relatedness in 
band.  
 The ways in which a band director acts and speaks can affect the development of 
student intrinsic motivation and their perception of competence. Legutki (2010) found a 
relationship between a student’s perception of their competence as a musician and the 
amount of autonomy provided to them by the director. The more freedom students had to 
make musical decisions, the better students felt about their musicianship. Additionally, 
teacher autonomy led to greater student engagement in the activity as students who felt 
competent used the space teachers provided to engage with the music in ways that matter 
to them. 
 The ways students experience band are sometimes directly related to their 
relationship with autonomy and choice. Deci and Ryan (1985) examined how the 
recipient’s experience of an event affected one’s motivation to participate in that event in 
the future. The authors said that informational events can add “autonomous support” (p. 
96) which can help to build individual self-regulation and experiences. Conversely, 
controlling experiences convince people to think or act in a specific way which is 
counterproductive to autonomy. Deci and Ryan continued to delineate that positive 
feedback, in order to aid in the construction of self-determination, should be 
informational and not controlling. Feedback should help students develop abilities and 




example. In further work, Moller, Deci, and Ryan (2006) continued to explore choice 
through the lens of ego-depletion, or the ability to act on one’s environment. They 
concluded that autonomous choice and regulation were not ego-depleting and increased 
the intrinsic motivation of participants. 
Intrinsic Motivation and CET 
 An important outgrowth of autonomy is intrinsic motivation, defined as authentic 
motivation in tasks or activities that also provide interest and well-being to the individual. 
Ryan and Deci (2000) use the additional framework of Cognitive Evaluation Theory 
(CET) to suggest that tasks are inherently important to people due to “interest, novelty, 
challenge, or aesthetic value” (p. 71). These tasks are intrinsically motivating under the 
right circumstances. In the context of CET, intrinsic motivation will flourish if autonomy 
and competence are present. Much like the spectrum of leadership that runs from no 
leadership through leadership with transformational elements, CET allows for motivation 
and causality to transition from none, to external, to completely internal. It is this 
evolution of motivation where I believe band director leadership can play a significant 
role. Wis (2007) echoes this when talking about the effect of conductor leadership on the 
motivation of those they lead from the podium saying: 
People grow in self-discipline when they are excited about their experience, when 
they believe they are contributing to it in a significant way and when they can 
envision the end result as highly successful. These are the ingredients of intrinsic 




According to Deci and Ryan (2000), activities that allow individuals to experience 
competence and autonomy can reinforce intrinsic motivation. As leaders of students, 
band directors have a great deal of latitude helping students find opportunities to 
experience competence and autonomy, thereby potentially increasing students’ intrinsic 
motivation to be involved in band. Legutki (2010) states, “Teachers who understand the 
motivational diversity in their ensembles, account for those differences in how they 
interact with their students, and thoughtfully implement student-centered approaches, are 
in a much better position to build a community of learners” (p. 193). Through rehearsals, 
parades, football games, and other social situations, students are offered many chances to 
set goals for themselves or, in the case of student leaders, to set goals for and with others. 
Students can demonstrate competence through musicianship, autonomy through practice, 
and relatedness through the social use of free time during band events. 
Leadership and SDT 
 Self-determination theory can be applied in the following ways to examine 
leadership in band. Activities that draw attention to student autonomy and competence 
may help make those activities intrinsically motivating by utilizing individualized 
consideration from the band director. Inspirational motivation through positive 
informational feedback may enhance competence and augment the reason for pursuing a 
goal. Individualized consideration and inspirational motivation may make a difference in 
the likelihood and depth of the achievement of the goal as well. 
 Examining band directors and the leadership choices they make through the lens 




learning environments are shaped and might help shed some light on how directors use 
TL to provide opportunities for students to develop a sense of competence, autonomy, 
and relatedness. As students grow in the band program, band directors can shift their 
thinking and teaching strategies in order to provide experiences that assist in the 
development of autonomy. The transformational elements of individualized consideration 
and inspirational motivation speak directly to this shifting need to be addressed with 
students. 
Band directors rely on students to exercise autonomy in a number of ways. 
Directors count on students to practice on their own, rehearse in small groups, attend to 
individual musical details in ensemble rehearsal and, to an extent, solve their own 
practice problems. Weinstein and Ryan (2011) stated that more autonomy on tasks 
allowed for more attachment to the group. A greater amount of autonomy also created a 
space for an increase in personal growth. Deci and Ryan (2000) define autonomy as “the 
desire to self-organize experiences and behavior and to have activity be concordant with 
one’s integrated sense of self” (p. 231). The cornerstones of this definition are integration 
and freedom. People, specifically students, are free to make choices about their 
participation in activities based on what they feel is “concordant” with their sense of self. 
When students experience autonomy, they are more likely to utilize behaviors and learn 
in ways that generate more positive outcomes. By feeling like they have a voice or some 
control over the learning situation, students are more likely to enjoy the activity in which 




Individualized Consideration and SDT Values 
 The element of individualized consideration in transformational leadership ties in 
directly with the values of autonomy, relatedness, and competence in self-determination 
theory. Autonomy supports in SDT, like supporting choice and acknowledging individual 
perspectives, are examples of what individualized consideration looks like when used by 
a director in a band rehearsal.  
Individualized Consideration 
 Individualized consideration is the best gauge of authentic transformational 
leadership as it demonstrates the leader’s concern for the needs of their followers (Bass & 
Riggio, 2006). Burns (1978) noted that, within transformational leadership, “leaders 
address themselves to followers’ wants, needs, and other motivations, as well as to their 
own” (p. 20). Northouse (2016) defined individualized consideration as “a supportive 
climate where leaders listen carefully to the individual needs of followers” (p. 169). Deci 
and Ryan (2000) go on to say that the development of autonomy not only helps to 
engender motivation to participate in activities, but is also necessary in the healthy 
overall development and growth of individuals. Additionally, the development of 
autonomy can create opportunities for student growth outside of the musical objectives of 
the class in areas like emotional investment in the ensemble and decision-making 
(Hendricks et al., 2012). 
A sub theory of SDT, organismic integration theory (OIT) delineates that 
motivation can run through a spectrum from amotivation, or the lack of motivation, 




at fully intrinsic motivation. A follower’s understanding of a task’s relevance is 
connected to their sense of self and their sense of relatedness to the group. Ryan and Deci 
(2008) further note, “The process of supporting autonomy includes all of these elements, 
but it begins most crucially with understanding and validating clients’ internal frame of 
reference” (p. 188). Legutki (2010) examined how band directors can motivate students 
to achieve musical goals and, therefore, develop their own autonomy. The factors that 
affect this kind of development can be seen through the lens of individualized 
consideration by understanding how band directors learn about their students’ individual 
needs and how those needs are addressed in the rehearsal hall. 
 Deci and Ryan (2000) and Moller et al. (2006) examined the controlling and non-
controlling methods of developing autonomy. The development of autonomy can help 
engender an internal sense of motivation, an aspiration to participate in activities more 
fully, and create an internal perceived locus of causality (I-PLOC). An I-PLOC is a 
developed understanding that individuals can make their own decisions about what they 
want to do. An E-PLOC, or external perceived locus of causality, implies that individuals 
are controlled by outside feedback or material rewards to engage in activities. According 
to Deci and Ryan (2000), the development of intrinsic motivation and autonomy happens 
most effectively through an increased I-PLOC which aids in the ability to make choices 
and develop autonomy instead of an overreliance on material rewards. With an increased 
I-PLOC, people feel they can accomplish what they need to do within the scope of the 





Autonomy is defined by Weinstein et al. (2011) as a “motivational state in which 
the self-initiation and coordination of personally endorsed behaviors predominate” (p. 
527). Band directors can apply the concept of autonomy in multiple ways. For example, 
they can allow some flexibility in what and how students practice. The simple addition of 
choice in a practice routine, if the student can handle it, can allow room for the practice 
of autonomy. As another example, with more advanced or older students, directors can 
make space in rehearsals where students can decide what music to rehearse and how to 
rehearse it, have engaging social situations, and address individual concerns among 
members of the small group or section. Various studies address controlling behaviors as 
antithetical to autonomy (Deci, 1971; Deci et al., 1985; Deci et al., 1999, 2001; Ryan & 
Grolnick, 1986), suggesting that pedagogical choices that are more controlling would not 
be examples of individualized consideration. Band directors could use individualized 
consideration to provide structures to help autonomy grow and develop in students of all 
ages. By knowing their students as individuals who want to become better musicians, 
band directors could help them develop autonomy in ways that are appropriate to their 
state of musical and social development.  
Gramm (2021) noted that without the presence of autonomy, peer mentoring 
cannot occur. Gramm went on to say that the relaxed environment of a peer-driven, 
teacher-facilitated modern rock ensemble allowed students the space to do what they 
needed to do to learn, explain things differently to their peers than the teacher, talk about 




instrument roles. Additionally, students were able to set and achieve their own goals in a 
less teacher-centric classroom than students traditionally experience during the rest of 
their school day. Beyond the manipulation and acquisition of knowledge, Gramm 
observed that some [emphasis mine] freedom in the classroom can support students 
voicing their opinions about how songs are progressing in rehearsal, what songs they 
should take to the summative concert, and strengthen pre-existing social bonds. In 
summary, Gramm sees the use of autonomy and the model of teacher-as-facilitator to 
guide long-term instruction while allowing students the space to negotiate through or 
around obstacles on their own. The use of the transformational practice of intellectual 
stimulation may be one way to support the development of autonomy in this manner, thus 
helping students to experience learning and leading on their own terms rather than 
exclusively relying on the teacher.  
Autonomy Supports 
Autonomy supports are “the attitudes and practices of a person or a broader social 
context that facilitate the target individual’s self-organization and self-regulation of 
actions and experiences” (Ryan & Deci, 2008, p. 188). Many of these supports can be 
seen in the culture of the classroom as the manifestations of individualized consideration. 
Through individualized consideration, band directors might aim to learn about their 
students and the needs students bring to the classroom. By integrating autonomy supports 
into the culture of their classroom, band directors can help students learn and grow as 
musicians.  




acknowledging an individual’s perspectives (Koestner et al., 1984), provision of 
unconditional regard (Assor et al., 2004), supporting choice (Moller et al., 2006), 
minimizing pressure and control (Ryan, 1982), and providing a meaningful rationale for 
suggestions and requests (Deci et al., 1994). Koestner et al. (1984) studied the imposition 
of limits and control on the creativity of children. The premise of the study was to 
examine the difference between controlling feedback and informational feedback in 
relation to a creative art project. Controlling feedback is comprised of comments leading 
the recipient in a predefined direction or to an expected outcome. This feedback can lead 
to an external locus of control and potential reduction in internal motivation. 
Informational feedback imparts information that allows the recipient to choose their path 
to further their development and helps them improve in relation to their present level. 
This feedback can help students develop an internal locus of control and can facilitate the 
development of internal motivation. The authors found that informational feedback led to 
more creative, higher quality art projects accompanied by an increase in intrinsic 
motivation.  
Assor et al. (2004) studied conditional regard, or parents withholding love in 
exchange for appropriate behavior from children. After surveying college-aged children 
of parents that used conditional regard during their parenting, the authors found three 
results. First, conditional regard has severe psychological consequences beyond the social 
and moral behaviors the regard is meant to correct. Second, any motivational gains made 
through this type of behavior reinforcement typically do not lead to intrinsic motivation (I 




nature of parenting, conditional regard tends to move through generations of families. 
Unconditional regard as an autonomy support can be reflected in the individualized 
consideration of transformational leadership. By accepting students for who they are and 
understanding what they want out of their band experience, directors may be able to 
promote a more relaxed classroom environment for students without the mental stress of 
constantly vying for the teacher’s approval.  
Supporting choice is an autonomy support that helps to expand feelings of self-
regulation and energy when determining activities in which to engage. Moller, Deci, and 
Ryan (2006) examined the role of choice in the ability of people to determine what they 
liked to do and how long they chose to participate in the activity in three separate studies. 
The basis of all three studies was an autonomous choice condition versus a controlling 
choice condition and the participant’s ability to work on an unsolvable puzzle. In all three 
studies, the participants in the autonomous choice condition did not experience a decrease 
in their energy, or ego-depletion, while completing their chosen tasks. 
Ryan (1982) continued looking into the difference between informational and 
controlling feedback while specifically looking at the origin of that feedback, from the 
participants themselves or from another person. He found that regardless of the source of 
the controlling feedback, it had a negative effect on intrinsic motivation. In particular the 
findings led the authors to believe that controlling feedback from others was specifically 
damaging because participants tended to do worse on tasks in an effort to “reestablish 
their perceived freedom” (p. 460). This suggests that informational, rather than 





Use of Autonomy Supports 
Band directors exemplify the use of individualized consideration when they use 
autonomy supports in their classroom. Leaders who use individual consideration (Bass 
and Riggio, 2006) demonstrate an understanding of the individual perspectives of their 
followers and a respect for those followers based on who they are as people. When band 
directors understand the needs of individual students, they potentially allow students the 
opportunity to make choices with regard to their learning and practice. Band directors 
could support those choices by helping students make decisions that will lead to better 
learning outcomes. When feedback is provided, band directors try to make that feedback 
informational in nature and they try to minimize the control pushed onto the student. 
Directors use the feedback to move students along their own path of progress and onto 
the next step for natural progression of the student. By providing a rationale for 
suggestions or requests, band directors could provide a method for students to 
communicate their ideas, needs, and wants to the teacher and have an impact on what 
happens in the rehearsal hall. Finally, band directors might treat their students with 
unconditional regard and allow them freedom, where appropriate, to learn in their own 
way. 
Autonomy supports represent a way to see the results of leadership in the 
classroom. The use of the transformational elements of individualized consideration can 
greatly contribute to the presence of autonomy supports in the classroom. By using such 




and autonomy during rehearsal. Autonomy supports can also make room for students to 
develop stronger relationships with their peers and the director that allow for more 
frequent and meaningful dialogue outside of rehearsal. 
Summary 
 Transformational leadership (Burns, 1978) and its elements of inspirational 
motivation, idealized influence, individualized consideration, and intellectual stimulation 
provide a lens to examine processes of leadership that account for the ethical components 
of education present in today’s music classrooms. Band directors use a variety of 
leadership behaviors and management skills to run their programs and may also choose to 
teach leadership by running formal student leadership programs. Mentors and peers can 
play a role in the leadership development of directors and students. Although these 
leadership programs may take additional time to run and manage, they may create more 
opportunities for student engagement on a variety of levels. 
 In cognitive evaluation theory (CET), a sub-theory of Deci and Ryan’s self-
determination theory (SDT), autonomy supports can be used as a framework to help 
observe how leadership is used in the context of the band program and how to add value 
to the band program by helping to develop leadership in students. The SDT tenets of 
autonomy, competence, and relatedness compliment the transformational element of 
individualized consideration and can provide a way to more precisely gauge how 
Transformative Leadership is used by band directors to run their programs and motivate 
their students.  




individual’s sense of choice. This support creates a sense of motivation generated 
voluntarily from within the participant (I-PLOC). Autonomy supports like unconditional 
regard and supporting choice are observable behaviors that can be linked to SDT and 
transformational elements to understand what leadership can look like in the rehearsal 
hall and how band directors interact with their students as leaders. 
In this study, I aim to elucidate where band directors learn transformational 
leadership practices. Additionally, I intend to illuminate how those skills grow and 
change as directors move through their careers. Most importantly, when looking at band 
directors as transformational leaders, I hope to see how they use their leadership to grow 







Research Questions and Goals 
The goal of this study was to improve understanding related to transformational 
leadership and band directors. This includes identifying where such practices are learned, 
how they are used to develop classroom culture, and how they might be utilized to 
provide opportunities for autonomy through student leadership. I conducted three 
interviews with three band directors at separate schools about their leadership practices, 
influences, goals for their own band program, and the development of leadership in their 
student leaders. I also interviewed 3-4 student leaders at each school to begin to 
understand their perceptions of leadership and what their influences were. 
Methods 
Studies have cited the need for qualitative investigation of leadership (Bass & 
Riggio, 2006; Conger, 1998). Bass and Riggio (2006) stated that, even after the 
development of the MLQ leadership testing tool, relationships between followers and 
leaders was an area that required further qualitative investigation in order to better 
understand transformational leadership. Conger (1998) called qualitative inquiry “the 
methodology of choice for a topic as contextually rich as leadership” (p. 107). As 
researchers delve deeper into a topic like leadership, qualitative methods allow 
researchers the flexibility to examine issues as they are discovered. Researchers can also 
see the relationship between issues in a way that quantitative methods may not allow; 




A multiple case study design was used for this study. A multiple case study is 
designed to “probe the meanings of situations and to report to readers the complexity of 
personal performance” (Stake, 2010, p. 65). The use of multiple band director interviews 
helped to clarify the development of a director’s leadership style and delineate the use of 
transformational practices in band programs. Stake (2006) also states that multiple case 
studies help to show “the phenomenon in a variety of contexts” (p. 27). These contexts 
can be used to help to triangulate data during evaluation.  
As a multiple case study, the cases were related by a common theme or “quintain” 
(Stake, 2006, p. 23) and similar criteria that made them eligible for selection in the study. 
The study of the use of transformational leadership and its development in band directors 
acted as the quintain in this study. The quintain was composed of high school band 
directors with a minimum of 15 years of experience working at schools in the Mid-
Atlantic region. All three of the schools had marching bands where student leadership 
was an established part of the band leadership structure. 
 
Table 3.1  
Demographic Chart 



































17 18 27 
Years at current job 
 
4 2 18 
Master’s Degree  No Yes Yes 
 
Size of Marching 
Band 
 
61 92 117 






No Yes Yes 
How are student 
leaders selected? 
Director Selection Application process, 
pre-application 
leadership clinics, 
staff interview and 
selection 
Application process, 







Student leaders in 
charge of 3-4 other 
students of a 




officers and support 
personnel are all 
considered student 
leaders. 
Section leaders are in 
charge of their sections. 
Sample student 




















Number of student 
leaders 
14 9 Captains 
13 Section Leaders 




Percent of band  
named as student 
leaders 





 The participants were high school band directors who teach marching band as a 
part of their professional responsibilities (see Table 3.1). I made an effort to include 
directors from schools of varying sizes that address the needs of various student 
populations. Two of the programs were competitive, extra-curricular programs, one was a 
non-competitive, curricular program. Two of the schools were identified as suburban 
while one of the programs identified as rural. As Stake (1995) stated, “balance and 
variety are important; opportunity to learn is of primary importance” (p. 6). Six band 
directors were selected to reflect a variety of ages, career stages, and genders. The 
selection of multiple band directors helped to provide different contexts and perspectives 
on leadership or, as Stake (2010) notes, “generate descriptions and situational 
interpretations of phenomena that the researcher can offer colleagues, students, and 
others for modifying their own understandings of phenomena” (p. 57). Although only 
three directors were selected as cases in this study based on marching band size, 
population, and competitive status, extras were selected as back-up participants in case 
circumstances precluded the participation of the original candidates once research had 
begun. All six directors were male. Three cases were enough to provide context for the 
research question as many studies have “fewer than 4 or more than 15 cases” (Stake, 
2006, p. 22). Stake (2006) espouses that fewer than 4 cases allows researchers to see 
relationships between situations, but more than 15 makes those associations less clear. 
Band directors assisted in locating student leaders to help provide a wider 




experience with leadership in the band setting. After the band director gathered student 
leaders, an introductory meeting was held to introduce the study, distribute consent 
forms, and answer any questions. All student leaders were invited to participate in the 
study and to indicate their willingness to be interviewed by returning signed consent 
forms. From the consent forms that were returned, I randomly selected three to four 
students to be interviewed at each school. I interviewed students at each program one 
time for between 30-45 minutes each. These semi-structured interviews were designed to 
elicit feedback from student participants about their perception of leadership (their own 
and the band director’s) and the extent of their autonomy in the marching band ensemble. 
All interviews were conducted over the course of the 2019 marching band season from 
approximately August through early November. 
Participant Selection 
Research participants were drawn from suggestions from the officers of the 
Tournament of Bands Association. Tournament of Bands (TOB) is a circuit in the mid-
Atlantic region that provides opportunities for marching bands to perform in exhibition or 
competitive venues. Officers in TOB manage shows throughout the geographic area 
proximal to the researcher and judge a variety of marching bands over the course of a 
season. Additionally, many of the officers have knowledge of the history of many of the 
marching organizations in the area and helped direct me to locations where the director is 
seen as a key player in the success of the program. This success could be due to the 
sustained leadership practices of a seasoned veteran director or to the effusive influence 




With the help of TOB officials to identify candidates, I made email contact with 
the band directors of the referred schools in order to gauge their interest in participating 
in the study. A copy of the letter is in appendix D. I followed up with a formal email that 
was presented to the school’s administration to start the process of securing permissions 
to do research on site. While securing permission from the districts to conduct research, I 
reached out to the directors to start developing a working relationship. 
Research Location 
Three band programs located in the mid-Atlantic region were examined for 
programs meeting the criteria for selection. The programs were within driving distance of 
the researcher to facilitate the possibility of multiple visits with each director and/or their 
students.  
The Researcher. As a high school band director, I am aware of the multiple 
forces that shape the decisions that I must make on a daily basis. I work to free my 
program from obstacles that may interfere with the ability of my students to learn about 
music and themselves. Some of these difficulties are related to the school environment, 
like rehearsal time, budget restrictions, or facility availability. Other issues are related to 
the students themselves, like personal/family issues, lack of faith in their musical ability, 
or even their frustration in achieving their musical goals. 
What drives my motivation in this study, however, is my desire to understand 
more completely how a director learns leadership skills. By examining the relationship of 
the director and the program through the lens of transformational leadership and the use 




individualized consideration and inspirational motivation can steer students toward 
musical achievement and personal growth while creating space for the program to grow 
and develop as well. 
I believe the elements of transformational leadership can help to ground band 
directors in a perspective that accounts for the moral and ethical considerations present in 
an educational setting. It is my hope through conducting this study that I can better 
understand how and where band directors procure their leadership style and in what ways 
they use leadership to develop autonomy in their students. 
Data Collection. Data collection happened over the course of a single fall 
semester, August-November 2019, as I visited three schools. I observed the directors 
interact with students in their respective programs in rehearsals. The purpose of these 
visits was to generate a “rich and thick description” (Stake, 2010, p. 49) of the events in 
an effort to garner statements that “re-create a situation and as much of its context as 
possible, accompanied by the meanings and intentions inherent in that situation” (Gall et 
al., 2007, p. 451). During or after these observed rehearsals, I held interviews with the 
students in an adjoining room. These interviews lasted between 30-40 minutes.  
According to Stake (2010), interviews are an insightful way to garner information 
from the participant that only they can provide and the researcher has no other way of 
observing. Each band director was interviewed three times for approximately 60 to 90 
minutes at each interview in accordance with the protocols outlined by Seidman (2019). 
The first of the three interviews allowed the director to speak to their life experience as it 




leadership, and to put their “experience into the context of their life history by asking 
them to tell as much as possible about themselves in light of the topic up to the present 
time” (p. 21). The second interview provided an opportunity to speak about their 
education (in high school and college), musical experiences, and jobs that brought them 
to their current position and their specific experiences at their current job. Additionally, 
directors could talk about their development of leadership skills and their use in the band 
classroom to develop student leadership. The third interview was designed to have the 
participant reflect on the meaning of events or stories from the previous two interviews 
for a chance to situate life experiences in the context of the research topic. Interviews 
were held weekly in order to allow for the transcription, member checking, review, and 
reflection of the previous interview. Interviews were held during camps or rehearsals in 
an effort to collect answers that were germane to leadership and to make scheduling the 
student interviews easier. Each director interview was scheduled for between 60-90 
minutes in an effort to respect the participant’s time and to prevent a rambling, unfocused 
conversation. Additionally, Seidman advocates for participants to have time to describe 
their life experience and place it in a relevant context. He notes that, to situate their 
stories, an hour can have people watching the clock, but two hours is too long to sit at one 
time. Ninety minutes provides an adequate amount of time for the interview to develop 
and provide breadth. 
 The use of semi-structured interviews allowed me to bring the research topics into 
the interview while simultaneously allowing the conversation to remain open for 




of exhibit questions (Stake, 2010) helped to guide the conversation and kept the focus on 
leadership while allowing for stories and context from the directors to provide a snapshot 
of their personal experiences and perspectives on leadership. Questions for band directors 
and students are contained in  appendices A and B. 
Band director interviews were scheduled individually with each participant. I met 
with each director weekly for three weeks. This schedule allowed me to immerse myself 
in their stories and maintain a strong focus between interviews. During the week between 
interviews I transcribed the conversation and sent it to the director for member checking 
before the next session. This procedure allowed both of us to remember what was 
previously discussed and served to help the participants remember any details that were 
overlooked in their answers. There was also an opportunity in the third interview for 
participants to revisit topics from their previous two interviews if they realized details 
were missing or had new information to add to their responses. 
 Research Approval. As a part of the research approval process, this study was 
reviewed and approved by the Boston University Institutional Review Board. All 
participants, directors and students, were provided with a letter that detailed the scope of 
the study and what was required of them in order to participate in the study. Additional 
language detailed their rights and abilities to review and edit transcripts of the interviews 
and drop out of the study if they desired to do so. Students were also required to obtain 
parent permission before being interviewed. Student participants were randomly drawn 
from candidates who had signed letters on the day interviews were scheduled. 




the aims of the research study, their right to participate, their right to withdraw at any 
time, and how information garnered through the research process would be handled. The 
form also included information on the potential need to record audio and video as it 
pertains to the research procedure. Finally, in additional to parental/guardian consent, 
assent information was provided for students under 18 to secure permission for their 
participation in the study. A copy of the form is included in appendix C. 
In order to help obtain the clearest and most honest interview data, I used 
pseudonyms for directors and students. This additional step hopefully allowed the 
students to speak more freely about their leadership experiences without the worry of 
having directors know which students made particular comments about the band 
program. Pseudonyms for directors further helped to obfuscate the programs with which 
they work.  
Data Analysis. All the responses to the interview questions from directors and 
students were transcribed word for word. As each interview was processed, I sent a copy 
of the audio recording and the initial transcript to the interviewee for member checking. 
Respondents were asked to examine documentation of their interview for accurate 
transcription of the conversation including a summation of topics of conversation. 
Respondents were also asked to check the document to be sure that quotations were 
accurate and that the intent of stories, anecdotes, and observations were true to the 
respondent’s intent (Stake, 2010). All of the students and directors responded to me about 
their member checking in a timely fashion and with the exception of a factual change in a 





After all of the interviews were complete, transcribed, and member checked, I 
began to code the transcripts for themes based on leadership and student autonomy using 
the qualitative coding software NVivo 12 from QSR International. The responses to the 
interview questions from directors and students were processed using “progressive 
focusing” (Stake, 2010, p. 131) to look for areas of interest in each case and for over-
arching themes between cases that spoke to the development of leadership in directors 
and the development of autonomy in student leadership. The use of progressive focusing 
allowed me to examine different facets of each case both specifically and generally in an 
effort to locate evidence that backed my assertions in each case. 
During my analysis of the transcriptions, I looked for evidence of the presence of 
the elements of inspirational motivation using the work of Ryan and Deci (2000) on CET 
and individualized consideration using Ryan and Deci’s (2008) work on autonomy 
supports in the explanations from directors and students because they deal most directly 
with the concepts of autonomy and motivation from the research questions. Using these 
two elements, I focused my attention on the element of autonomy from the SDT 
framework. By looking at autonomy supports like understanding and acknowledging 
individual perspectives, providing a meaningful rationale for suggestions or requests, 
unconditional regard and acceptance, the supporting of choice, and the absence of 
pressure and control, I hoped to see if and how these three band directors used 
inspirational motivation and individual consideration to learn about their students and 






After coding was completed, I sent four interviews to be checked for reliability. 
The intercoder reliability process is designed to seek clarity in the definitions of the 
codes, to see if codes can be applied evenly by readers, and to check the consistency of 
their application (Krippendorff, 1995; Kurasaki, 2000). The interviews were separated 
into four groups: student interviews, and first, second, and third round director 
interviews. One interview was randomly selected from each group. This collection of 
interviews comprised about 250 (or 20.83%) of my 1200 codes as identified by research 
software NVivo. 
The reliability checker was a graduate student with some experience with 
qualitative research and coding. I held an orientation session where the coding definitions 
were discussed and several example interview excerpts were examined and coded 
together. The checker took time alone over the next two weeks to code some excerpted 
samples on his own. During a second orientation session, codes that did not match the 
answers were discussed. We found that a lack of context in the interview excerpt 
contributed to the mismatch. After this session was completed, the checker felt 
comfortable enough to start coding the randomly selected sample interviews. 
Prior to being remanded to the checker, the color-coded highlights for each code 
had been removed. Each highlighted code was underlined to help the checker locate areas 
that required coding but not indicate the code that had initially been assigned. After 




and was found to be slightly more the 80% accurate with code assignment. 
The checker took another two weeks to complete the other three interviews. After 
I compared the checker’s codes to my own, there was a final meeting to discuss any 
problematic coding issues. We found that the majority of mismatched codes were due 
either to a misunderstanding of the perspective of the interview quote or the carry-over of 
too much context into the coded segment of the interview. The final agreement between 
codes was around 88% among all four interviews. 
Origin of Themes 
The Origin of Director Leadership Skills table (Table 3.2) contains a priori codes 
that I developed before I moved through the data along with codes that grew out of 
discoveries I made about the origin of leadership as I reviewed the text of the interviews. 
I developed them as a way to identify the variety of sources where band directors may 
have learned about leadership and the skills to apply leadership in pedagogical situations. 
I postulated the leadership background of each director would be different so I wanted to 
have as many different sources of leadership skills to help situate the context of each 
director’s story in the best way possible. I offer examples of each of these origins as a 











Organization An institution where leadership 
skills are learned (e.g., Drum 
Corps, Boy Scouts, church). 
That [my time on drum corps staff] was 
hugely influential in developing as a band 
director for marching band 
Authority A figure with an acknowledged 
level of expertise. (e.g., 
conference presenter, author, 
high school or college band 
director). 
 
But, our wind ensemble conductor, Dr. 
Blumenthal [college band director], was a 
big influence. 
 
I remember thinking if I am ever a teacher, 
that is NOT what I want to do. (anti-
example) 
 
…Coach Kay from Duke, “Leading from 
the Heart” and I am a big Dukie …I’ll buy 
his book when it comes out. 
 
Mentor An experienced person who 
provides support to a less 
experienced individual (e.g. 
student teaching co-op) (Crisp & 
Alvarado-Young, 2008). 
My student teaching experience… 
colleagues I have worked with, but I think 
primarily my dad. 
 
I can say he [my college roommate] was 
super sharp, had his act together, amazing 
student, and trombone player. He definitely 
had an impact on me with this whole 
leadership component. 
 
Peer A partner of equal status and age 
focusing on the development of 
both individuals 
 
 (e.g. fellow band director’s 
suggestion at a festival) 
(Komives et al., 2005) 
 
That experience with my own kids 
[students], but also experiencing what other 
band directors do with their kids and how 
that works for them. 
 
 
Self A director develops through self-
reflection and analysis. 
I think I have learned something just 
through this process of just talking about it. 
[the research interview process] 
 
It evolved from music is going to be the 
greatest thing in their lives to…make it 




hopefully serves a greater purpose beyond 
their musical experience. 
 
 
 When I interviewed students, I applied the same framework to the origin of their 
leadership skills as I did with their directors. Table 3.3 provides these codes and example 
quotations from students to represent each.  
Table 3.3:  




Organization An institution where 
leadership skills are 
learned (e.g. Drum 
Corps, Boy Scouts, 
church). 
I was a den chief which is in Scouts, I go and 
help the younger Cub Scouts and be a leader for 
them and that kind of helped me to learn how to 
be a leader… 
 




A figure with an 
acknowledged level of 
expertise. (e.g. 
conference presenter, 
author, high school 
band director). 
 
I'm sure if (Director #2) didn't think I earned it or 
deserved it [a leadership position], then he would 
have someone else do it. 
 
I’ve been through a series of leadership camps 
here [at school]. 
Mentor An experienced person 
who provides support to 
a less experienced 
individual (e.g. student 
teaching co-op)  
(Crisp & Alvarado-
Young, 2008). 
Basically what I do is try to do is mimic the 
directors, but on a smaller scale 
 
I've definitely worked closely with a lot of the 
advisors or teachers that I'm a leader for like the 
technology student association. 
 
It was mainly led by [Band Director] here and we 
had sessions where we would do little exercises 
 
Peer A partner of equal 
status and age focusing 
on the development of 
both individuals  
I have three older siblings… and they were all 
student leaders, they were all heavily involved. It 
was a really great experience for them, it's taught 




(e.g. suggestions made 
at a section leader 
meeting, older section 
leader)  
(Komives et al., 2005) 
 
So they [former section leaders] had just been a 
really tight knit group that together they worked 
through things and made them better section 
leaders. 
 
Self A student develops 
through self-reflection 
and analysis. 
Some people who would say “this is how it is 
and there's no other way.”  And it just doesn't 
work and they realize it doesn't work and change. 
[student response on how to lead] 
 
I do, [see myself as a leader] but I feel like that 
doesn’t really come with the title, it comes 
with… I am a senior and I have 5 years of 
marching band experience. I feel that just with 
that, I know what I am doing so I feel obligated 
to help people even if I didn’t have the title. 
 
 
 Directors learn and adapt leadership practices over the course of their careers 
while drawing from all over the Full Range of Leadership (FRL) spectrum (Bass & 
Riggio, 2006). FRL codes and definitions are included in Table 3.4. Coded portions of 
the transcript included descriptions of actions, decisions, and the direct use of leadership 
in the classroom and rehearsal field. Quotes from participants are included to help 
contextualize the codes within a framework to assist in a more robust understanding of 
the definitions. Examples include perspectives on the director’s philosophical 
underpinnings, musings, beliefs, and thoughts on how they understand leadership within 
the context of their professional responsibilities.  
Management is included here before Laissez-faire to illustrate its separation from 
leadership practices as something different and outside the context of leadership. 
Management is defined here as the control of routines to create music making 




transactional experiences are defined as the assignment and completion of tasks on the 
basis of some sort of reward/punishment system. The final growth area is 
transformational leadership; this category includes allusions to intellectual stimulation, 
individualized consideration, inspirational motivation, idealized influence (Bass & 
Riggio, 2006; Burns, 1976). These leadership themes all appear in table 3.4. 
Table 3.4:  










It really forced me to think about organizing in a 
much bigger picture, macro organizing because there 
was so much more going on.  
Laissez-faire 
(LF) 
An absence of 
leadership. No 
decisions are made 
and no vision is 
communicated. 
He basically took whatever level of discipline was 
here and...it went away.  
 
Some of the kids do it and some don’t so I’m just 
like, whatever, you guys figure it out, if you want to 











I’ll say, “Look, I want to go inside, too. Who wants 
to go home early. OK, do this right for 25 minutes 
and we will be out of here.”  Sometimes that will get 
them to a point where everybody can do their job and 
let’s go home.  
 
At that time he was of the persuasion that there were 













He coached me through it…. it was very helpful. I 
feel like he does that with everyone.  
 
I think a lot about developing that in kids. How to 
develop individual kids into doing that and how to 
push them more into their own leadership more than 





Sometimes I won’t even have to check in. I’ll just 
trust that they got it. You know, I trust they are in it 
for the same reasons I am  
 
Why do you maybe play sensitively? Because you 
want to become a more sensitive person?  There is 
always that human element in teaching music that is 
valuable beyond the music making.  
 
 
As evidenced in chapter two, autonomy supports (Ryan & Deci, 2008) are 
observable classroom behaviors that help to demonstrate the presence of transformational 
leadership, specifically individualized consideration and inspirational motivation (Bass & 
Riggio, 2006; Burns, 1978; Pounder, 2008). Deci and Ryan (2008) use autonomy 
supports to describe an environment where student autonomy can flourish. They include 
respecting individual perspectives, supporting choice, and developing a meaningful 
rationale for suggestions or requests; all reflect the culture of the classroom and rehearsal 
space. I used these supports as themes that I looked for in the interviews with directors 
and students to help me answer research question #3 (see Table 3.5). 
Autonomy supports are built on the use of informational feedback to create an I-
PLOC and intrinsic motivation to participate in the activity. The presence of autonomy 
supports could demonstrate that there are observable behaviors to show how the 
individualized consideration element of transformational leadership could be used to 
create a classroom culture. This culture could help engender autonomy through the use of 
non-controlling or informational feedback from directors. It is also possible that students 
exhibit this in the development of their own leadership. The byproducts of this culture 




for students to learn their music and create their marching band show. 
In order for motivation to become internalized and support autonomy 
development, the needs of the individual student must be considered. Not only do 
individual members’ perceptions of group experiences influence their understanding of 
control and choice (and thereby their sense of autonomy), but these supports can only be 
constructed if those in charge (students and directors) understand what students need 
from the band experience to experience autonomy, relatedness, and competence. 
Autonomy supports encourage the acceptance of individual follower’s needs for learning 
and the development of their own autonomy and motivation to participate in band. The 
use of autonomy supports also engenders the use of empowerment strategies and 
inspirational motivation over coercion and control with regard to encouraging students to 
make decisions, grow intellectually, and improve as musicians. 
Directors’ descriptions of actions that created the scaffolding for student 
autonomy, each as defined by Deci and Ryan (2008), were coded as autonomy supports 
used by directors. When students reported such visible results of directors’ leadership, 
these were also coded as directors’ use of autonomy supports. Student leaders also 
described using autonomy supports by exercising their own leadership within the 
parameters setup by the band director, by extending those supports to other students 
through their own leadership, or through their observation of the band director using 
autonomy supports in their own teaching practices and how those practices effected other 
students. Quotes from participants are again included to help contextualize the codes 















(Koestner et al., 
1984) 
Recognize students as 
individuals with unique 
needs and points of view.  
 
Utilize different strategies 
to solve problems and 
encourage participation  
 
Frequently reflected in 
director dealings with 
individual students 
Taking an interest in what they do that is not 
necessarily band related. Especially the kids 
that aren’t really into band. The kids that are in 
the middle of the road and just playing their 
part, I try to take an interest in what do you do?  
 
We have an understanding with each other and 
maybe something's going on with their life and 
I want to make sure that people feel 
comfortable talking to me about it if they do 
need to talk to someone  
 
Which is why we go back to earlier and, you 
know, just beating in their heads that they 
MUST know their section members. They have 
to know what skill level they are at, how they 
can potentially help them, and if they can’t, 






(Deci et al., 
1994) 
Band directors describe 
why tasks need to be 
accomplished in ways that 
appeal to students. 
 
There is a clearly outlined 
method for students to 




encouraged at all levels 
and suggestions by 
students are honestly 
considered. 
 
It happens every week. All of the section 
leaders, the drum majors and [leadership 
advisor], we all sit in the choir room and [drum 
major] will lead the meetings.  
 
How I approach my students is how I approach 
my colleagues and staff. Meaning, yes, the 
buck stops here, but I hear you. Do you have a 
great idea?  Let’s use it!  
 
Then every night at the end of rehearsal, all the 
captains, it is nine kids, we will get together 






(UR) (Assor et 
al., 2004) 
Band directors create a 
classroom culture of 
social acceptance and 
belonging (relatedness) 
that allows for open 
I invited one of my new members to go with 
my group to homecoming because I wanted 
them to feel included and she just came from 
homeschooling so I just wanted to make sure 





discussion on a variety of 
topics. 
 
…the value is not just the music thing. It is, 





(Moller et al., 
2006) 
 
During the teaching 
process, directors promote 
choice over control. 
 
Directors provide 
decisions for students to 
make and allow students 
to make decisions. 
 
Student leaders provide 
suggestions to help fellow 
students learn. 
 
I am a big believer that student leadership is 
something they have to learn and practice. 
They are all going to be bad at parts of it and 
good at parts of it which is why I get so many 
students involved.  
 
That was really cool because I didn’t have to 
think of anything. They came up with it on 
their own, they planned it on their own, they 
implemented it on their own, and I just 
basically have to help...encourage and make 
sure everything happens.  
 
We try to give them as many opportunities to 
be decision makers, so they are not only 
invested in the overall program, but that they 
feel like this stuff isn’t just theory.  
 
They are responsible for deciding some things 






There is evidence that 
student performance is 
motivated by trust, their 
own motives, and/or by 
goals of the program. 
We are here because we want to be and we 
enjoy it.  
 
My section will not listen to me or respect me 
if I don’t respect them and I put a good 
example out. So I always try to be the best I 
can be.  
 
It is more of an internal growth than it is “I 
have a position of power.”  
 
I really like structures of things and trying to 
build and trying to make structures where kids 
can thrives and learn to be better but not have 
to be completely prescribed but completing the 







 Due to the scope of the study and the nature of the research questions, I did not 
examine the SDT concept of competence or relatedness in depth over the course of the 
interviews. Additionally, the transformational leadership elements of idealized influence 
and intellectual stimulation were also second tier points for examination. These other 
elements would make a great starting area for a future study of the use of 





Chapter 4  
Findings 
Over the course of nineteen interviews, I spoke with three band directors three 
times each and proceeded to interview 3–4 students once at each school. Directors were 
interviewed about their development as directors, their understanding and use of 
leadership in their current job, and their reflections on how they grew as they gained 
experience. Themes surfaced that were common amongst individual director experiences 
as well as those that were relevant to both directors and students. I have organized these 
findings in an order similar to the tables (3.2, 3.3, 3.4, 3.5) in chapter 3 by origin of 
leadership, Full Range of Leadership (FRL) practices, and the use of autonomy supports 
to demonstrate transformational practices from the perspective of directors and students. 
Demographics of each school are available in table 3.1. The pseudonyms used 
have a first and last name to account for students referring to their teachers by last name, 
but I have chosen to refer to directors by their first name when discussing their 
interviews. John Duncan is the director at school #1, Dan Adams is the director at school 
#2, and Dave Jenkins is the director of school #3. Any quotations from their interviews 
are marked by their initials, from the interview number, and the page number of that 
respective transcript (e.g. DJ, Int. 2, p. 4). Students only have a pseudonym with a first 
name and their interview citations are simply marked as “S1, S2” meaning “school #1, 
student 2” and a page number from the transcript (e.g., S1, S3, p. 21).  
I included examples from as many of the schools as possible in an effort to 




the range of student and director interviews. Although many of the ideas were present 
across schools (e.g., everyone expressed that they learned leadership somewhere), the 
programs led to different outcomes which will be discussed in chapter five.  
Origin of Leadership – Director 
In this section, I discuss the sources from which band directors felt they learned 
about leadership. During the interviews, directors spoke at length about where and from 
whom they believed they developed a conceptual understanding of leadership and where 
and from whom they learned their leadership skills. As delineated in the codes in tables 
3.2 and 3.3, influences on leadership are varied in their source, frequency, and intensity. 
They are organized here based on director and student experiences. 
Director – Authority 
 Directors named authority figures, individuals they perceived of as experts in the 
field, as sources of their understanding of leadership. John mentioned the impact that 
several guest conductors he experienced at festivals throughout his high school and 
collegiate career had on his understanding of leadership. As he told his stories, he 
declared that some conductors were not as engaging and just “calling kids out and tearing 
them down” while others “worked with you and had you in the palm of their hand” (D1, 
Int. 3, p. 6).  
The other two directors brought up conductors of ensembles in which they had 
participated, such as their high school or college band, as leadership role models. Dan 
named his high school director as providing a highly formative experience. Dave found 




described negative examples or times where they saw leadership they did not want to 
emulate as they progressed toward their future careers. John, for example, noted a festival 
conductor who “had no charisma and his passion was very difficult to identify,” adding 
that he “was not engaging and just ordering us around” (D1, Int. 3, p. 6). John also noted 
that in his work he tried to give his students the positive experiences his band director had 
provided when he was in high school because those experiences were formative for him 
and his friends. Conversely, he saw that his college band director frequently used 
rehearsal techniques that John realized would not work with younger musicians and that 
he found frustrating when he was a player in the ensemble. For example, John noted that 
he was particularly annoyed when the college conductor would spend rehearsal time 
simply running through pieces with the band and would not stop to identify or fix 
problem areas with the ensemble. 
Authority figures in the lives of band directors provided examples of leadership 
that promoted transformative practices that felt inclusive and engaging to the directors in 
their formative years as students. At the same time, authority figures also presented 
opportunities to see examples of leadership that were less effective, exclusionary, and in 
some cases, not present at all. 
Director – Organization 
 Dave and Dan both named drum corps as an influential organization in their 
leadership development. Dave, in particular, found that many experiences in the world of 
drum corps helped to forge his ideas of leadership, noting, “that had to be where it 




drum corps grounded his perspective as a director for most of his career saying “Drum 
corps taught me a ton. Mostly work ethic” (D3, Int. 1, p. 23). Dan also took time in the 
middle of his teaching tenure to spend some time with a drum corps to become “familiar 
with that community” (D2, Int. 1, p. 3) which he found to be helpful as he crafted his own 
style of leadership. 
Director – Mentor 
 Directors often cited someone in their interview who they viewed as a mentor 
who helped them to grow and develop as an educator and a leader. John made frequent 
mention of his college jazz band director in this regard. This professor had interacted 
frequently with John over the course of his time in college and provided several 
opportunities for him to lead and teach other students. John remembered a time he was 
asked by this professor to help teach other students how to play clarinet in a woodwind 
methods class saying, “I was fortunate that [college professor] felt I could do that and 
gave me that opportunity” (D1, Int. 3, p. 10). 
 Dan spoke highly of his dad’s influence saying, “I take everything away from 
him. The way I think about the world, the way I interact with people, the way I try and 
treat people…” (D2, Int. 2, p. 2). Additionally he also cited his student teaching 
cooperating teacher as a mentor. This teacher provided many opportunities to Dan during 
his student teaching experience that meant a great deal and had a lasting impact. Dan’s 
cooperating teacher allowed him to pick his own music to teach the band and perform at 
the concert instead of assigning him the work that he would teach. Dan also 




music and how those feelings can be communicated to students.. Fifteen years later Dan 
still meets his former cooperating teacher for dinner to talk about how things are going 
professionally for them both. 
 Dave, the director at school #3, named a member of the drum corps staff he 
served with while he was drum major as influential to his development as a leader. This 
staff member brought Dave back to his home ensemble during the drum corps “off-
season” before Dave started teaching on his own. It was at this high school where Dave 
realized, “This [student] leadership thing is obviously very important.” (D3, Int. 3, p. 8). 
Dave’s other major mentor was one of his high school band directors. Due to job 
changes, he had several band directors during his high school years, but the one that 
served last in the position during his time there was by far the most salient personality for 
Dave. This particular director put Dave in a position to experience success in music. 
Dave says of his band director, “…he set me on that drum major track…made me lead 
alto, all of that stuff…I even took some private alto lessons from him” (D3, Int. 1, p. 23). 
 Mentoring appeared to be an important part of the leadership growth process for 
these three directors. Mentors provided support for their leadership growth and 
development at various points in their lives and modeled how to use leadership within the 
context of their teaching. Important encounters with mentoring could happen at any point 
in the director’s career, including high school (Dave) or college (John) when, as students, 
these directors were given an opportunity to make decisions and experiment with their 
own leadership skills and abilities. It also seems that these directors often had multiple 




Director – Peer 
 Peers of band directors contributed to the growth and development of leadership 
skills in band directors. Many instances of peer influence on the band directors’ 
perspectives on leadership were related to people who acted or demonstrated leadership 
in the lives of the participants. In rare cases, there was deliberate discussion or formal 
interactions related to leadership; however, the participant directors often simply 
observed what elements of leadership worked to motivate students to lead or create a 
better band culture. 
 John noted that he has seen directors come and go through the profession who 
lacked a blend of management abilities, organizational skills, and a knowledge of how to 
work with other people. John expanded on his thoughts saying, “If you just sit in your 
office [to] type and do computer stuff…you have to be in front of the kids and keeping 
[with] them musically” (D1, Int. 2, p. 5). John was referring to non-academic time like 
before school starts or the formal class period begins. He was advocating teacher/student 
interaction over paperwork when given the choice, noting the important of being “in front 
of the kids” as often as possible. 
 Dan brought attention to the fact that his biggest leadership influence was talking 
over issues with a friend and fellow music teacher at another district. He found the 
conversation and interactions to be helpful in assisting him to see issues from another 
perspective saying, “We check up on each other. If there is something I am trying to do 
differently or be aware of, I talk about it with her and she asks me about it later” (D2, Int. 




 Dave remembered that his college roommate offered a leadership example that he 
desired to follow. They never had any formal conversation about leadership, but when 
Dave was a freshman in college, his roommate was a junior and was approaching college 
differently at that point in his academic career. Dave remembers his roommate as an 
“amazing student and trombone player” noting that “…sometimes you just glean stuff 
from what people are doing in the environment” (D3, Int. 3, p. 4). 
 Based on the stories from the directors, it seems important for directors to be open 
to how other directors engage with their work and their students. Directors can work with 
their peers to examine a multitude of methods to develop leadership, engage in leadership 
activities, and keep programs vital and growing for students.  
Director – Self 
 Self-reflection was an influence in helping participants develop their own 
understanding of leadership. Directors spoke about their thoughts on what they were 
doing in the classroom and how it affected students. For example, Dave said, “There had 
to be something beyond music for the large population of my students who aren’t going 
to study music beyond high school” (D3, Int. 1, p. 33). Additionally, directors spoke 
about their points of view with regard to the impact leadership had on the direction of the 
whole program. They felt that the inclusion of student leadership in the context of 
marching band helped to meet the curricular aims of the music program as well as the 
social needs of the students who participated in band. John noted that the kids in his band 
program were often different than he was when he was in band in high school saying, 




were” (D1, Int. 3, p. 3). This suggests that John saw that some kids were committed to the 
ensemble for musical reasons, like he was in high school, but other kids were there for 
their own, mostly social, reasons. To that end, he also came to the realization that to 
encourage students to become more invested in the program, he had to “inspire that love 
somehow…they care enough to want to try to do what you are saying” (D1, Int. 3, p. 11). 
John started that process by realizing for himself that every student has their own identity 
that extends beyond being a player in the band. He argued, therefore, that band members 
should be treated as learners that have growing to do and contributions to make to the 
ensemble in their own time and in their own way, regardless of whether or not they plan 
to pursue music beyond high school. 
 Self-reflection caused Dan to see that being consistent and persistent would help 
him maintain a lifelong career. He concluded that many of his colleagues had “burned 
out, made bad choices, or just wanted their life to go in a different direction” (D2, Int. 2, 
p. 3), but he felt his ability to stay on an even keel and take each day as it comes made 
him a better leader and teacher for his students. An example of this change was when 
Dan realized some of his students had a negative band experience and wanted to leave. 
He said “there was no way to fix it at that point [as the kid was quitting] so it made me 
consider how I interact with kids earlier on” (D2, Int. 2, p. 5). Dan used this experience as 
an opportunity to reflect on the program, recognizing that his individual interactions with 
students mattered and that those experiences could help students learn more and have a 




 Dave experienced an epiphany one day during his teaching while considering his 
own leadership. He realized that leadership had always been a “cornerstone of [his] 
teaching” (D3, Int. 1, p. 29) and that perhaps “it’s not all about the music, it is also about 
the kid” (D3, Int. 1, p. 32). As such, he instituted opportunities for students with more 
experience or the desire to learn more to become leaders. Older student leaders could 
then help younger players with musical difficulties and navigate being a member of the 
ensemble. Through such opportunities, Dave had the opportunity to come to know these 
student leaders in new ways, seeing them as individuals. Dave saw the formal addition of 
leadership lessons and the use of student leaders in his band program as a way to add 
value not only to students’ educational experiences but also as a focus for his efforts as he 
moved later into his career.  
Origin of Leadership – Student 
Just as directors have origins of their own leadership skills from their personal 
history, students have learned these skills as well. It is important to note that many of 
these activities would qualify as management tasks, but I found that students also related 
stories of interactive, transformational practices between student leaders and the director 
and between each other. Although students have had a much shorter time to be exposed 
to and learn leadership skills due to their age, students have started to be aware of what 
leadership is and how to use it in group settings. These results are outlined below in the 
same order as they were presented for directors above: Authority, Mentor, Organization, 




Student – Authority 
 In many cases, students noted that the authority figure who helped them learn 
leadership was their band director. The directors at schools #2 and #3 ran clinics for 
interested student leader candidates, and many of the participants cited these band 
director-sponsored events as the place where they learned what leadership was and what 
skills they possessed. Josie noted that students often attended these meetings “before you 
apply [for the position] to just see what you were into” (S2, S3, p. 3). One of the schools 
also had access to another adult that helped the student leader program by acting as a 
coordinator who helped to run the leadership program. He was named by all of the 
students at that school as a resource for learning about leadership. 
Student – Mentor 
 Students generally did not name specific mentors even if they did indicate that 
they learned leadership from others. In relation to the definition of “mentor” in chapter 
three (Crisp & Alvarado-Young, 2018), the lack of an ongoing and individualized 
relationship between the participant and an older and more knowledgeable person made 
mentors sparse in the experience of students. An exception to this was the role of peer 
mentors, a theme I will discuss later in this chapter. Students may have named their band 
director or at one of the schools the program had a separate student leadership 
coordinator, but that relationship was never individualized to the student. One of the 
students, Sophie from school #1, did mention that she had worked closely with her 
advisor for the technology student association. Although she was unable to articulate 




noted this was an area she was interested in after high school as a career, suggesting that 
leadership was also a transferable experience that could be learned both within and 
beyond marching band. 
Student – Organization 
 Student responses to questions about organizations that help them learn leadership 
centered on Scouts. Boy Scouts and Girl Scouts were places where four of the 
participants said they picked up leadership skills as patrol leaders or other officers in the 
group. A student at school #2, Sam, encapsulated his experience nicely saying about 
Scouts that “I think that [Scouts] really helped me to be a leader because I can kind of see 
how other people had leadership roles and I was able to see myself having a leadership 
position” (S2, S1, p. 2). Other students, like Jack at school #3, mentioned just having the 
opportunity to lead was helpful in his leadership development. This suggests a need for 
multiple and varied opportunities to experience leadership during a student’s formative 
years. 
The other organization that was consistently mentioned was a leadership 
camp/clinic that is run by a large university in the area aimed at student leaders and drum 
majors in high school marching bands. Olivia said she had attended the camp and learned 
“different types of conducting styles and things like that” (S1, S2, p. 5) which she found 
helpful given the fact it was her first year as a drum major. The consistency of the 
presence of this camp in the participants’ responses suggests that outside influences, 
curated by the director or not, could also help in the healthy development of leadership 




Student – Peer 
 Peer influence was frequently cited as an origin of leadership. Many of the 
students cited older section leaders as models for leadership. In several cases, the peer 
they took the most from was not the student leader immediately ahead of them, but a 
student leader from when they started band as ninth grade students. In the application to 
be a student leader at school #3, students noted that they needed to write down an 
example of a good leader. Jack stated he put “A predecessor in the trumpet section, not 
the most recent” (S3, S3, p. 15). Josie at school #2 noted that she liked her first section 
leader because they sponsored a board game night and that made her realize that “we 
aren’t just in band…we hang out outside of band, too. We’re friends” (S2, S3, p. 7).  
 Several of the students realized that they themselves were acting as role models 
for their younger peers. This idea was especially prevalent at school #1. Megan saw that 
squad leaders were different and that she wanted to be among the stronger leaders. She 
said “Some of the squad leaders aren’t as on top of it as others are” (S1, S1, p. 8). Sophie 
believed that having good squad leaders gave the younger kids in the band someone to 
look up to, an example to emulate, and that “she hoped other leaders are doing the same 
thing because it does improve the band program” (S1, S3, p. 6). 
 One of the interesting findings here is that peers were clearly an influence in both 
directions. Current section leaders named older students as exemplars they aspired to be 
in some way; however, there frequently was not consistent and purposeful interaction 
between those two people directly concerning leadership. Rather, current student leaders 




influence also ran the other way as current section leaders, normally 11th and 12th graders, 
acted as role-models for current 9th and 10th graders. In their responses, current leaders 
spoke about communicating about rules, behavior, and the culture of band, but not with 
specific individuals about leadership. This suggests that participants in this study felt that 
student leaders often communicate leadership through modeling, rather than through 
direct discussion. 
Student – Self 
 As with the directors, students also noted that self-reflection was a key source for 
their understanding of leadership. Not only did students discover what leadership was 
through self-reflection, but they also used reflection to analyze how to be better leaders 
based on their own leadership choices.  
 Megan at school #1 said, “I don’t know how I became a leader, it just happened. 
It came really easy to me…thought I would be good [at it], help others, and guide them” 
(S1, S1, p. 3). She went on to talk about where she thought her ideas about leadership 
came from saying, “…you get a lot of liberties…[the director] doesn’t really tell us what 
to do. We figure it out along the way” (S1, S1, p. 9), suggesting, again, that specific 
understandings of leadership were not explicitly discussed. Josh at school #2 echoed 
these thoughts. He noted that he was a band member as an eighth grader and earned 
himself a leadership position in his ninth grade year. He said that he felt he had “strong 
leadership characteristics” and wanted to “be a leader to serve the band and make it a 
better program” (S2, S2, p. 2).  




member of the trumpet section and then as section leader. He observed, “I never saw 
myself as much of a leader…I really want to get better at it” (S3, S3, p. 2). As his high 
school experience came to a close, however, he noted, “I am a much better leader, not 
great [emphasis his], but definitely better than when I joined” (S3, S3, p. 16). The idea of 
leadership growth was echoed by Mae, the woodwind section leader. She said, “I’ve had 
being a section leader in my mind since eighth grade” (S3, S1, p. 3), but it wasn’t until 
she earned her position that she realized “how much I really cared and how much my 
section’s behavior reflects on me” (p. 6) and that “you are a teacher…[a leader] is 
everything rolled into one” (p. 8).  
Alice’s experience ran counter to what other students said about adopting 
practices they had seen modeled by older students. Alice said that she had always wanted 
to be a leader but came to a realization when she moved into a leader role. Her experience 
had been with leaders who often demanded respect in an authoritarian manner. She 
realized through her own experience, “you don’t demand respect in a leadership 
position…it is given to you, you need to work for it” (S3, S2, p. 15). As such, Alice 
reflected on leadership practices she had previously observed and made changes to her 
own actions based on her own interactions as a leader. 
Data suggest that, given the space to experiment with the use and development of 
leadership, students in this study demonstrated that they were able to find ways to grow 
and enrich their understanding of leadership as it applied to them. For example, Alice 
grew into a different kind of leader when she realized that she could not dictate her way 




that directors did not need to be the engines of this revelatory process as students often 
worked through their leadership growth and processes themselves when given the time 
and opportunity to do so. 
Full Range of Leadership (FRL) Spectrum 
As students and directors learn and refine their leadership skills through 
engagement with others, I used the Full Range of Leadership model (Bass, 1995) to 
consider how these leadership skills were applied. The FRL spectrum runs from no 
leadership, through hands-off laissez-faire practices, continues through transactional 
practices that involve material rewards, and concludes with transformative practices that 
involve the growth and development of leaders and their followers. I organized the data 
from the interviews by leadership type. The first section is management followed by 
laissez-faire practices. I then move onto transactional practices before moving to 
transformational practices. Over the course of the 19 interviews, I found instances of all 
types of leadership practices being used in marching programs in various forms.  
Management 
 Although it is not included in the FRL from Bass (1995), management was 
included as a code due to its consistent presence and reciprocal relationship to leadership 
(Toor, 2011) in the professional lives of band directors.. Management was revealed to be 
an important part of being a band director in that participants noted task completion made 
the pedagogical work of band directing possible. Busses needed to be ordered, attendance 
taken, spreadsheets managed, and fundraisers organized. Although these tasks may not be 




completed nonetheless and represent an integral part of the program. Without these tasks 
being completed, it may be challenging to create an environment where directors can 
teach and lead or where student leaders to have a place to practice using leadership skills.  
Students. Students frequently stated they were in charge of managing things like 
music library organization, uniform collection, or setting up equipment for rehearsal. 
Oliva at school #1 listed several responsibilities that fell under her leadership job 
description including organizing papers to help keep the band director organized, 
checking on and putting away uniforms and hat boxes, and cleaning the band room. She 
even noted the managerial aspect saying, “[I take care of] the technical side of things and 
management rather than the musical stuff” (S1, S2, p. 8). One of the student leaders at 
school #2, Sam, said that cleaning and organizing “…makes everything run more 
smoothly and be more organized so that things can just happen instead of it being ‘Where 
is this, where is this?’” (S2, S1, p. 5). The band director at school #3 acknowledged that 
much of what he asks his students to do is management related saying, “if you take a 
quick look at my program, you would probably see…managerial stuff” (DJ, Int. 3, p. 15). 
His students echoed that assessment when talking about their responsibility to do things 
including checking that everyone has equipment, is running on time with the daily 
schedule, and generally staying focused during rehearsal. 
 Directors. All three directors made mention of management as a necessary, but 
unenjoyable, part of their job. John at school #1 acknowledged the importance of 




Managing and organization is huge because you can be the best musician and the 
most inspiring dude, but if you are not handling communication with parents, 
taking care of all of the different emails and school stuff you have to do…you 
can’t do the job effectively. (JD, Int. 2, p. 5) 
John also drew attention to the fact that he had to be more organized and manage more at 
his current job than at a previous posting where he taught younger students. Additionally, 
he said “I feel like I [taught] more at the elementary school” (JD, Int. 2 p. 5). When John 
began to talk about how he used student leadership to help with managerial task, she 
named many of the same tasks as other participants. John had kids organizing band shoe 
and glove orders, sorting and handing out drill sheets, assisting with uniform fittings, 
organizing the band music library, making sure the music for football games was 
organized, and even checking that there was ice in the coolers before each game. 
 At school #2, Dan spoke about management less in a task-oriented way and more 
as a method of moving the program forward. He spoke of management as delegation, as a 
way for him to oversee the grander vision of the program without being bogged down in 
details which, while important, were not something he wanted to deal with personally. As 
an example, he spoke about a student having questions about a uniform issue and Dan 
said “if they don’t know, they talk to a parent or quartermaster [student leader] to figure it 
out…it allows me to focus on the program and not get bogged down all of the time” (DA, 
Int. 3, p. 16). In a comment broader in scope, Dan spoke about how he used management 
to keep the program running and to ensure that the program was growing and developing 




“worried about [knowing what is going on] all the time…what kids were saying, 
comments, I don’t know, everything” (DA, Int. 3, p. 21), but that now he has learned to 
let the program run and trust his student leaders to do what they are able. This has 
permitted him the time to look at the educational plans and development of the marching 
band show since the basic details required for the band to function have already been 
managed. 
 Dave noted it was his managerial responsibilities in drum corps that woke him up 
to leadership as a concept saying, “There was so much to do outside of rehearsal…that 
had to be where it solidified in my mind that leadership was an absolute thing and I was 
now thrust into doing that even though that is more management” (DJ, Int. 1, p. 31). He 
was responsible for waking up the corps and organizing sections to rotate through other 
managerial tasks to keep the corps functioning. In his professional life, Dave has taken 
management of the band program and relegated it almost entirely to his student leaders 
saying, “These are the things that must be covered, you guys decide how to handle it” 
(DJ, Int. 3, p. 16) in an almost detached manner. He has turned over control of the daily 
mechanics of setting up and logistically preparing for rehearsal and travel to student 
leadership. Although this paradigm looks very hands-off, Dave noted that he is also 
aware that there are a myriad of other managerial tasks for which he is responsible and 
cannot delegate including schedules, inventory, logistics, and financial considerations. 
The idea that student leaders are said to be leading but are primarily involved in 
management tasks was an interesting finding. The title for many of these roles was 




jobs student leaders performed as belonging to part of a leadership job description. In 
speaking with students and directors, it became clear that the role of student leaders in 
these schools is principally to take care of managerial tasks and lead from the bottom end 
of the FRL spectrum. While this is not necessarily transformational leadership, it does 
appear to be necessary for the band program to function. Additionally, I would posit that 
learning about organizing and managing is a key component to learning how to lead from 
the upper end of the FRL spectrum. The relationship between management and 
leadership is discussed further in chapter 5.  
Laissez-faire 
 The FRL category of laissez-faire leadership practices represents the lack of a 
presence of leadership to the extent that actions are not taken and decisions are not made. 
Laissez-faire was present the least in the interviews with directors and students. For 
example, Megan, a student at school #1, realized that some teachers were better than 
others at acknowledging when students needed help and encouraging students to come 
and speak with them. She noted that some teachers “don’t really encourage 
people...they’re just not as open with it” (S1, S1, p. 5), reflecting an open approach that is 
driven more by a student’s work ethic or an understanding of their own need for 
assistance rather than a teacher-driven investigation into a student’s needs. Along these 
lines, the director at school #1, John, said that one of his predecessors had a very hands-
off approach to discipline in the rehearsal hall saying that “he basically took whatever 
level of discipline was here and…it went away” (D1, Int. 1, p. 17). 




designed for band camp or the costume themes for particular days of band camp. Those 
tasks were things he was willing to turn over to student leadership. He offered little 
guidance to students on these projects, but he seemed happy to support them if needed. 
Finally, Dave, the director at school #3, remembered an example of laissez-faire 
leadership from his time as a drum major for drum corps in a dire financial situation. He 
was just starting his time as drum major and was looking for guidance on what he should 
be doing and how to do it since he realized the expectations of the drum corps were much 
different than his experience as the drum major for his high school marching band. Dave 
mused, “I did some stuff, but they [the drum corps] weren’t organized enough for me to 
actually be [emphasis his] much of a leader” (Dir 3, Int. 1 p. 26). The corps was so 
concerned with running daily operations and working their way through the season with 
limited financial resources that they did not have the time or capacity to work with Dave 
on his leadership skills as drum major. 
 Although there were limited instances of laissez-faire leadership in the interviews, 
they were almost all met with a negative connotation. Students recognized laissez-faire 
leadership as a  lack of leadership, noting it as something they did not want to emulate or 
be a part of. Directors, like students, could identify laissez-faire practices and generally 
avoided them. On the occasions where directors would use them, laissez-faire was used 
on tasks that seemed to have little importance to the program.  
Transactional Leadership 
 Transactional leadership practices are built around the concept of convincing 




usually material (Bass & Riggio, 2006). The FRL delineates two forms of transactional 
practice based on how the leader engages with followers. Passive leaders wait for 
problems to arise or infractions to occur, whereas active leaders are engaged with 
followers but still use material rewards or punishment to motivate followers. There were 
a variety of types of transactional leadership examples that arose in interviews with both 
directors and students. 
 At school #1 both the director and students named a simple transactional practice 
whereby the director would offer the incentive of ending practice early if the band would 
complete a few specific tasks in less time than was scheduled. Sophie spoke about this 
practice when she said “if we do well he rewards us by letting us go home or he’ll bring 
in candy…like we are 5 years old, but we like it” (S1, S3, p. 4). The director at school #1, 
John, noted the difference in leadership practices between him and that of his 
predecessor. John said of the previous director that he “had his way…how a lot of band 
directors were in that generation” (JD, Int. 1, p. 6) noting that “parents were scared of me 
[him]…kids never quit because they were afraid [he] would yell at them” (JD, Int. 1, p. 
6). Even in his own practice, John noted that as he adjusted to working with older 
students that he could “stand there and stare at them with the evil teacher look and 
eventually they would come around. I would think ‘OK, that is better than yelling’” (JD, 
Int. 3, p. 2). 
 Sam, a student at school #2, described transactional behaviors when he noted, “I 
know what we are supposed to be doing, I just try and do what I am told” (S2, S1, p. 6). 




imaginative or principally concerned with other people but to finish the tasks in a set 
amount of time. By finishing his prescribed tasks, Sam does not have to worry about 
negative feedback from the director in the form of having his section called out for 
mistakes in rehearsal or having section members unprepared for rehearsal. For example, 
he may be asked to see if everyone has a chunk of music memorized during a particular 
segment of rehearsal. The more personal interaction, the more transformational piece 
might come later.  
Dan spoke about how he used leadership to have kids help him accomplish tasks, 
like getting instruments ready for rehearsal, taking attendance, and prepping sound 
equipment that were transactional in nature but were helpful to both the student and the 
director. These kinds of activities would fall under the contingent reward segment of the 
FRL since they are tasks that are accomplished for their own sake, to help the ensemble 
run, or because that is the job assigned to that particular student. There is not much 
vision, charisma, or other transformational qualities at work with these tasks either. Dan 
spoke about how his perspective on leadership has changed from having kids help him do 
his work to helping students empower themselves to develop their own leadership skills. 
He noted this by saying that he used to “grind kids way too hard early in my career,” 
“wear on kids by saying the same thing over and over” (DA, Int. 2, p. 4), and engage with 
students in a very transactional way. Dan referenced a time where a senior wanted to quit 
and Dan said “Ok,” knowing full well the student would not leave the ensemble because 
the student would lose the ability to go on the band trip later that year. Dan realized that 




already happened and, Dan was unable to fix it at that point; however, Dan also realized 
the student would not actually quit because he would lose access to the band trip. The 
episode made Dan realize he needed to be aware of these problems earlier so he could 
intervene in a more proactive and positive manner.  
 Students at school #3 noticed that the band director would sometimes call kids out 
on marching mistakes during band practice. Mae noticed kids that got called out felt 
“frustrated” but that the attention was drawn to them to “make them try to be better” (S3, 
S1, p. 9). She also admitted that she initially did not want to become a section leader 
because of all of the extra responsibility that she did not want to deal with. Mae 
understood that being a leader inherently came with more responsibilities and jobs that 
needed to be fulfilled and that there were consequences for not fulfilling those obligations 
and responsibilities. Although there were potential consequences from the director for 
doing a poor job as a section leader, Mae appeared to be more concerned about appearing 
to be a poor leader in front of her peers. The director at school #3, Dave, mentioned 
transactional practices in the context of others he had seen use that style of leadership. He 
referred to a time as a student in high school where he was asked to be drum major, 
“…there were no auditions, you had to be asked” (DJ, Int. 1, p. 2). In this paradigm, if 
you did what was asked of you, you were asked to do more for the group that was 
presumably more complicated or required more responsibility. In this context, the 
director was using additional leadership opportunities as rewards for students who 
appeared to be ready for the extra responsibility based on their previous performance and 




 Another instance of transactional leadership was during Dave’s time in drum 
corps where he was working out his own views on leadership and a staff member 
proceeded to tell him what kind of leader he needed to be in order to succeed, and it was 
the complete opposite of anything he had considered up to that point. The alternate 
perspective provided by the staff member implied that Dave would simply demand for 
things to be done by members of the corps and because he was the drum major, they 
would happen. Additionally, he spoke about the “awe of the iron fist approach” (DJ, Int. 
3, p. 11) that older conductors he had heard of at the time had used. As he moved into the 
role of being a director himself, Dave thought the prospect of having students bring their 
best work to rehearsal when the conductor is a feared or awe-inspiring presence on the 
podium was a perplexing concept.  
 It was notable that, even without knowledge of the FRL, many of the leadership 
practices mentioned in the interviews from the laissez-faire section of the FRL spectrum 
were cast in a less than desirable light. It was clear from the interviewees, both students 
and directors, that leadership of this nature could help the group accomplish tasks, but it 
was not the preferable way to do it because both parties felt that tasks needed a clear 
reason why the tasks needed to be completed. The model of transactional leadership may 
be best suited to providing a contrast to more transformational practices in addition to its 
strictly utilitarian usage. 
Transformational Leadership 
 Transformational leadership practices were apparent throughout the interviews 




manifestations of transformational practices. Transformational leaders are concerned with 
“assessing followers’ motives, satisfying their needs, and treating them as full human 
beings” (Northouse, 2016, p. 161). Many of the cited transformational statements 
revolved around growth, ownership, empowerment, and encouragement. During the 
interviews, students highlighted their understanding of the contributions they made to the 
band program. These contributions enriched the program either for themselves through 
greater service or for other students through additional help or assistance. 
 Students. Olivia from school #1 remembered giving her first pep talk to the band 
before they headed out to the field for their first game. She recalled the show being 
performed well and was excited that she played a role in helping to make that happen. 
Similarly, Megan spoke about the responsibility she felt to help other members of the 
band keep a good attitude during rehearsal and avoid becoming discouraged over the 
course of the season. She liked to help them “…think of good experiences and not just 
complaining about what we are doing…find the silver lining and things” (S1, S1, p. 4). 
Megan also acknowledged Mr. Duncan’s aim to help them grow as musicians, stating he 
“emphasizes us working on ourselves as well…he works with us” (S1, S1, p. 4). She 
noted Mr. Duncan made an effort to know his students and help them in ways that would 
be useful to their musical growth. 
 Josie, at school #2, saw that the band director would frequently look for alternate 
ways to explain and teach things. She said that Mr. Adams would “think about it a 
different way” (S2, S3, p. 7) and that when she was having difficulty playing something, 




to help kids. Josh saw the role of student leaders to “collectively strive to assist younger 
members…in bettering themselves, the show, and bettering the band” (S2, S2, p. 3). He 
continued to note that all of the jobs had been broken down and assigned to student 
leaders so that everyone knew what was going on and what they had to teach and model 
for younger players so the staff did not have to do it all. When responding to a question 
about big picture goals of student leaders, Veronica spoke about being an example to 
younger members and a duty to “exemplify the basic values of the program” (S2, S4, p. 
2) by helping them experience personal growth. Sam agreed saying, “I want to teach the 
younger kids how to be good here at band so that we can carry on the legacy of being 
great with marching band” (S2, S1, p. 3). 
 The sense of helping others continued at school #3 where two of the student 
leaders talked about feeling good as they saw growth in other band members. Alice said, 
“it makes me feel good to see younger members rise” (S3, S2, p. 15) and Mae said, “I 
like being a student leader because I can help people and that is a really nice feeling” (S3, 
S1, p. 12). 
 Directors. All three directors moved toward a more transformational framing of 
leadership throughout their work experience. Over the course of his three interviews, 
John, the director at school #1, spoke about his change in perspective on the use of 
leadership in his classroom. Several times he shared that he has grown more 
compassionate toward his students and that he has moved away from the top-down 
leadership philosophy of his own high school band director to something more student 




everyone in this room is someone’s kid” (JD, Int. 1, p. 18) and “you care about them and 
their family” (JD, Int. 2, p. 12). He added that “[you] care not just in this case about the 
band or the music, but caring about them, caring about their feelings, and their well-
being” (JD, Int. 3, p. 10). As John became more experienced as a teacher and band 
director, he began to observe a greater role in individualized consideration as a part of his 
leadership philosophy noting that “I kind of learned how to be with older students…yeah, 
I’d say that was big” (JD, Int. 2, p. 9).  
 Dan at school #2 spoke about the culture of his band program and the importance 
of making room for kids to grow as musicians and leaders. In his first interview, Dan 
spoke to the foundations of what he wanted his student leaders to learn. Dan wanted them 
to “be timely, take care of one another, and how we would practice” (DA, Int. 1, p. 9) and 
he also considered “how to push them more into their own leadership more than just 
doing what I want them to do” (DA, Int. 1, p. 11). Dan has his student leader candidates 
choose a service project on behalf of the band that must be completed as a part of their 
leadership application in the spring as a way to encourage them to be “active 
participants” (DA, Int. 1, p. 8) in service to the band community at the school. 
Additionally, he gives tasks to kids in an attempt to provide them a chance to succeed 
saying, “I try to give them every job under the sun…if I don’t have to do it and they can 
take pride in it…that is even better” (DA, Int. 2, p. 11). He even goes so far as to create 
time for students to experience leadership by allowing them to organize and run their own 
leadership meetings as well as plan and execute their own small sections of rehearsal. He 




During his second interview, Dan talked about “creating experiences for students to grow 
and try to aim for things and then adjust along the way” (p. 2), adding that “anything I 
can have a kid to do where I can trust it is reasonably going to come off well, I am going 
to give it to them to do it” (p. 12).  
Additionally, Dan spoke about the culture of his band and how he tries to infuse it 
with trust and student empowerment. He initially spoke about how he uses music as life 
lessons to help kids grow and develop. Dan tries to “do way more with empowering 
students to do stuff now” (DA, Int. 3, p. 3) and “being more inclusive with giving kids 
opportunities” (DA, Int. 3, p. 5). He is attempting to build a culture that is sustained 
through student leadership, “a culture that happens over time and changes over time and I 
think the way I do leadership is just an intentional way of trying to develop that culture” 
(DA, Int. 3, p. 13). This, he said, is because he would work just as much at his job if there 
was no student leadership, but the presence of student leaders “open[s] up so many 
possibilities” for the program (p. 15). Dan is confident that his plan is working because 
he says sometimes he does not even have to check in on his student leaders. He knows 
they have the training and knowledge to make the most of their time together and because 
“they are in it for the same reasons I am” (p. 21). In summary, Dan encapsulates his band 
culture as “being musically excellent while providing a variety of impactful experiences 
and finding enjoyment along the way” (p. 29). 
Dave at school #3 spoke about the added value a leadership component has had 
for students in his program. He discussed what caused the shift in his thinking to place 




job. He knew he had a significant moment in his thinking when he realized that “it is not 
all about the music, it is also about the kid” (DJ, Int. 1, p. 32). This realization also made 
him see that the value is not “just in the music thing…it is in our relationships with each 
other” (DJ, Int. 1, p. 33). Dave added, “…when you allow them to have that breathing 
space…encourage them to spend time together hanging out, enjoying the company of the 
people around them…that is nothing but healthy” (DJ, Int. 2, p. 22). His understanding 
and acknowledgement that his marching band program was about larger life lessons for 
his students and not necessarily about competitions, large enrollment numbers, or 
trophies was an important realization that he summed up by saying:  
the human component…this human experience that we are trying to have as 
opposed to this perfect sound or this perfect…concert program that I am trying to 
concoct. Learning how to create and build a culture that you believe in...how you 
choose to affect people. That is key. (DJ, Int. 3, p. 18) 
Summary. Students can support their peers by using transformational practices 
that espouse growth and empowerment. Throughout this process, student leaders in this 
study noted that they aim to share information outside of traditional music learning, 
engender a sense of relatedness among their band mates, and make band a fun place to be 
and grow as a musician. Directors are clearly working to help students empower 
themselves to act as a source of band culture in their unique classroom contexts. All three 
directors have taken steps over the course of their careers to change the way they interact 





 Transformational leadership practices can take the form of autonomy supports 
that help to structure experiences in ways that help followers, and sometimes leaders, 
make decisions about how to handle and work through tasks and social interactions. 
Autonomy supports are “the attitudes and practices of a person or a broader social context 
that facilitate the target individual’s self-organization and self-regulation of actions and 
experiences” (Ryan & Deci, 2008, p. 188). Supports in band include cultural practices 
that help to develop a sense of choice, intrinsic motivation, and personal responsibility in 
students. They are crucial to transformative practices because they allow band directors 
to help students remain engaged and motivated in the process of building a band 
program. 
 It should be noted that, at times, the difference in perspective between directors 
and students was evident in the observation of autonomy supports. Students were mainly 
concerned with participation in band and working on the final product, a great show 
performance. Directors tended to be focused on their students but also on the larger scope 
of the program. Although both factions were working towards the same goal, it appears to 
be a balancing act between student and director needs and desires being addressed as the 
season progressed. I believe that it is this sense of shared enthusiasm for music making 
that Hendricks (2018) referred to in her definition of “Compassionate Music Teachers 
(CMTs)” (p. 5) where music teachers share their own enthusiasm and desire for music 




Minimizing Pressure and Control 
 The autonomy support of minimizing pressure and control has been shown to 
increase an individual’s intrinsic motivation (Ryan, 1992). Feedback that is informative is 
more likely to help create a sense of intrinsic motivation and autonomy. Controlling 
feedback, regardless of the source, can lead to the need for an external source of 
motivation or amotivation, the lack of motivation entirely. 
 Directors. The director at school #1, John, spoke about his desire to keep kids 
engaged in band. At his job, he starts many of the kids on band instruments in fifth grade 
and tries to help them understand that “this is your crew” (JD, Int. 2, p. 10). He 
encourages them to recognize that their membership in band is not about notes and 
rhythms but about having “a positive experience” (JD, Int. 2, p. 10). Even as students get 
older and return to him at the high school, he acknowledged that he was still trying to 
change his leadership style to help his middle-of-the-road kids who are there to enjoy 
“the camaraderie they have, feeling like they are part of a group” (JD, Int. 2, p. 3), but he 
was still unclear as to what those changes might look like.  
John extended the idea of engagement as he spoke about the idea of having four 
years of time to improve as a player, saying this place, unlike other classes, is “where 
they are allowed to fail” (JD, Int. 3, p. 22). He found that the hardest part of being a 
director was helping adolescents understand that “messing up and making mistakes is 
how we get better” (JD, Int. 3, p. 23). Throughout that process of getting better, he hopes 
his students learn that “playing good music with great musicians is fun”, and “even if 




why we do it” (JD, Int. 3, p. 23). Above all, he said, “making them care and making them 
love it, and being inspiring to them sort of still stands on its own” (JD, Int. 3, p. 14).  
Dave was very focused in his comments about the environment and culture of his 
band program being a place for kids to be engaged in the music-making process with 
humor and rapport. Dave said, “I like to have fun with the students. Humor, I think, is a 
big component of my [emphasis his] success, if I am being successful” (DJ, Int. 2, p. 9). 
He noted, “I want my room to feel a certain way. I want them to want to be there and that 
is all on me” (DJ, Int. 2, p. 9). Dave had a great mechanism for removing pressure from 
his student leaders by creating an opportunity for them to meet as a group on Friday 
evenings before their weekly football game performance. During this meeting, none of 
the band staff are present, but there is an adult present, a leadership coordinator, who acts 
as an “excellent sounding board for them to speak freely and not be inhibited by the 
directors” (DJ, Int. 2, p. 15).  
Dan was sure that he could “trust that you can get any kid to do anything if you 
can find the right motivation for them” (DA, Int. 2, p. 4). Dan even started his leadership 
training for his student leaders with the caveat that the only requirement to be in the 
ensemble, any ensemble, is “don’t be a jerk” (DA, Int. 2, p. 14). Even the students 
noticed his absence of pressure in his teaching style. Josie said, “He is open to help 
anyone with anything” (S2, S3, p. 7). He also demonstrated a minimizing of pressure 
when he talked about how he utilized his student leadership. He trusted them enough to 
give them time during his rehearsal to work on whatever it was that they deemed 




that “It is about focus on the process…I don’t know that I ever really plan on a result 
necessarily” (DA, Int. 3, p. 6). Finally, he mentioned that he encourages his student 
leaders to create a welcoming environment for band members and that he “doesn’t guilt 
trip kids, I don’t pressure them” (DA, Int. 3, p. 17). 
Students. Jack, at school #3, spoke about getting things accomplished with his 
section, stating that “anything I ask…there is just no tension” (p. 2). At school #2, Josh 
seemed to understand the impact of non-judgmental assistance when he spoke about 
helping someone fix an error. He said, “what really should be done is assisting the 
member in ‘how can you do it better next time?’” (S2, S2, p. 8). Here, Josh articulates 
that the focus should be on helping the student feel more competent about their next 
attempt and less about dwelling on the previous error. Josh continued along this line of 
thought when he said that the goal of student leadership was to simply “be great” (S2, S2, 
p. 11) and to examine what they were “doing well and what we can maybe do better” (S2, 
S2, p. 10). Josie stated that although she thought being a student leader meant she would 
need to be “mean and restrictive…there isn’t only one way to do things”, she eventually 
realized that being “very open-minded” (S2, S3, p. 5) was the way she wanted to lead. 
Alice offered insight about student reactions to a new member of the band staff. 
She relayed stories about how previous staff members, or adults who organize and lead 
rehearsals, would yell and scream if rehearsal was not going well and how students were 
conditioned to be ready for that part of rehearsal to roll around. Alice noted, “One of our 
younger members did not do well with the yelling. She would break down every single 




member was much more open to hearing from student leaders about problems squad 
members were having outside of rehearsal. The new staff also ran rehearsal in a much 
more transformational manner than resorting to yelling at children to accomplish 
rehearsal objectives. Alice detailed how much of her job now as a student leader was to 
keep band members focused on the task at hand and work on the environment of 
rehearsal. Alice felt very responsible for keeping stress levels down while learning flag 
routines and working with the new staff members. The flag line was so conditioned to the 
explosive personality of the previous staff that the adjustment to the new environment 
was taking time. First, Alice said that we [section leaders] “are here because we want to 
be and enjoy it” (p. 8) but also that the staff instructor was taking steps to make sure that 
everyone was OK and learning stating, “she [color guard instructor] wants everybody to 
succeed in the program, so she is always making sure to work with people and 
everything, and she doesn’t get mad” (p. 11).  
Mae also echoed the concept of working as a leader to make band a fun and 
productive place to be. She spoke several times to the fact that “You have to hold 
yourself to a lot of a higher standard than at least I did before because you want to be an 
example” (S3, S1, p. 13). Mae was distinctly aware that her actions, behaviors, and 
attitude would set the bar as the standard for her section to meet. It was interesting that 
she encouraged this goal setting not by demanding action from her section members but 
by knowing her example motivated people to follow her. Mae said, “My section will not 
listen to me or respect me if I don’t respect them and I don’t put a good example out. So I 




Students expressed their understanding of minimizing of pressure in two ways. 
First, they addressed each other in ways that offered help and encouragement instead of 
demanding other students get help. For example, when Sophie heard someone struggling 
in the percussion section, she simply asked, “Are you free during this time? Can we go 
work on it?” (S1, S3, p. 5). Olivia noticed when she was a ninth grader that older students 
made her feel more comfortable in band saying, “they [section leaders] really help the 
freshmen find a few friends to get used to” (S1, S2, p. 7). Megan found the same help 
from older students when she spoke about her ninth grade experience stating, “I was 
intimidated by upperclassmen, but once they talked to me, I was like ‘why am I scared of 
them’” (S1, S1, p. 8).  
 Students also observed a minimizing of pressure in how their band directors 
created a culture in band that was focused on student development. All of the students 
indicated some form of student growth that was driven by the band director to help move 
the program forward. Megan said that we “work together to move forward” and that the 
band director is always encouraging “coming to him for help if we are not getting 
something right…” (S1, S1, p. 5) or even stopping into a practice room to ask “how is it 
going?” (S1, S1, p. 5). She noted that this was not out of concern for the music being 
practiced but out of concern for the student. Oliva knew that “He can be strict, but the 
main thing he does is he encourages us” (S1, S2, p. 5). Finally, Sophie echoed sentiments 





Summary. Directors in this study seem to believe that it is the experience 
between students and the relationship with the band director that keep students 
constructively engaged in band. The culture of band that directors foster helps to foment 
an environment where students can choose to participate at a level commensurate with 
their competence and grow through interactions with staff and older student leaders. 
Students expressed an understanding that leading by an example of what can be done is 
more effective and less controlling than staying on top of their section members and 
telling them what they should be doing. By providing this example, student leaders 
appear to be using transformational practices in their own way at the student level of 
leadership. 
Meaningful Rationales and Open Communication 
A meaningful rationale for participating in band is important in the context of 
internalizing the motivation for belonging to the ensemble. A rationale helps everyone in 
the band, adult staff and students, understand why decisions are made and how those 
decisions affect how the band will practice and perform. The ability of directors to 
meaningfully communicate the how and why of the decisions they need to make and 
being able to hear feedback from student leaders is an integral part of the leadership 
process. A method for understanding why things are done and how students can talk 
about those methodologies are part of the framework that moves the locus of control from 
external, or introjected, to internal, or integrated (Deci, et. al, 1994). 
Speaking to the Director. Directors explained rationales to the band on a variety 




directors communicate this information to their members in ways that maybe the director 
could not. Student leaders could also communicate information from students to the 
director, thereby helping to keep lines of communication open. Dan stated that he 
consciously made an effort to meet with student leaders in order to communicate with 
them. During these meetings, not only did he make sure they knew what he needed from 
them during the upcoming rehearsal, but he also checked in with them to be sure he was 
addressing any of their concerns. He would have a final check-in with student leaders at 
the end of each evening rehearsal and a 15–20 minute weekly meeting before rehearsal 
“to make sure people’s mind is in the right place” (DA, Int. 2, p. 7). Dan would 
encourage them to share concerns they may have in an effort to fix things going forward, 
but more specifically, he asks them to “bring ideas not complaints” (p. 7). 
Student leaders spoke about their ability to speak to the band director about issues 
that were of concern to them. Sophie noted, as did many of the students at school #1, that 
she was able to speak with him about schedule conflicts with marching band due to other 
sports practices or club conflicts. Sophie acknowledged that it was her job to bring these 
issues to his attention so he could work it out but that “not everyone understands how 
important that is” (S1, S3, p. 15). Olivia saw facilitating communication between the 
students and the director as part of her job as a student leader. She understood the 
relationship as a help to “bridge the connection between having the authority figure and 
then your peers,” noting the importance of “having the student leaders in between” (S1, 
S2, p. 7). Josie, at school #2, echoed the ease of speaking to her band director should the 




week to get a feel for how everything is progressing in band at the student level. 
Similarly, Sam said the director was easy to talk to at a weekly meeting he had for 
student leadership during the school day. Jack spoke about his ability to speak to the 
director, the assistant director, the leadership coordinator, and his fellow section leaders 
in order to find “good solutions” (S3, S3, p. 14). Alice understood that if she needed to, 
she could reach out to the instructor via text or after rehearsal to let her know about “what 
was going on in the guard that she can’t necessarily see” (S3, S2, p. 6).  
Student Leader Communication. Student leaders also developed ways of 
meaningfully communicating with each other. At school #2, Josh made several references 
to the open communication between student leaders that happens before and during 
rehearsal, noting that student leaders decide together on what to work on during rehearsal 
in their allotted time in their individual sections. Student leaders also discussed how to 
enact rehearsal etiquette rules and how to give each other feedback on how the season is 
going for each section. Student leaders at school #3 did much of their planning through a 
third party app which allowed them access to all members of the student leadership team 
and a direct line to the band director as needed. Mae found that she took away an 
understanding of “what our standards have to be as a band and how to enforce those 
standards” (S3, S1, p. 12) from her student leadership meetings. She also found that 
student leaders were very helpful in rehearsal to keep control of rehearsal and to “reduce 
‘who wants to speak up at this time’…the leaders will speak up at that time. It is their 
job” (S3, S1, p. 6).  




transitioning to learning under a new instructor that used a much different style than she 
was used to. The former staff members would yell and scream frequently at rehearsal 
while the new staff was much more compassionate and dialogue-oriented about problems 
in the section. Alice appreciated that the new staff member communicated more about 
why they did what they did in rehearsal and was open to Alice’s feedback about how 
individuals in the section were doing with regard to learning their flag routines. Like her 
peers, Alice also identified that she could get help dealing with student behavior or 
motivational issues at their weekly student leader meeting on Friday nights.  
Director Connections. Directors noted that they needed to have connections with 
students to help them feel like they were a valuable part of the marching band. John’s 
interview responses about ideas related to a meaningful rationale for participation in band 
relate to band being great because students were invested in it. They felt valued, their 
participation mattered, and students cared about it. John said, “Trying to give people a 
reason to follow you…show them that you care” (JD, Int. 3, p. 10) and “taking pride in 
what they do with the marching band” (JD, Int. 3, p. 21). John knew that students had to 
understand that directors are invested in their students just as students are invested in the 
band itself.  
Similarly, Dan spoke to the changes he implemented when he started at his 
current school, where he shared the rehearsal schedule with students and instructed them 
to take responsibility for attending to this schedule. Students were surprised by this new 
level of autonomy, but Dan noted that they took to it quickly. Dave said that the student 




in terms of how to relate and communicate with people. Most importantly, the program 
teaches them how to “present yourself in a way that garners respect” (DJ, Int. 3, p. 9) and 
helps the students understand “there is value beyond the notes and the making of music” 
(p. 12). This type of leadership education might be difficult if the director does not know 
his student leaders as people and understand what kind of skills they already possess and 
what skills they may need to improve to become more effective leaders. 
Summary. The directors in this study articulated a belief that students need to 
care about their marching band program in order to be invested in it and be successful. 
Both directors and students worked hard to maintain open lines of communication 
between each other and between student leaders. Although this added layer of connection 
and communication requires more time and effort, it appears to pay dividends in the form 
of students who are involved, invested, and motivated to be a part of the band. 
Supporting Choice  
Supporting choice is an autonomy support that helps people determine their level 
of engagement in an activity. Language and actions that support the choice to engage in a 
task and at what level to participate help to increase a sense self-regulation and energy 
(Moller et al., 2006).  
Choices Students Can Make. A part of the leadership process is trusting that 
those in charge can make good decisions. All three directors allowed students to make 
decisions in a variety of contexts and also provided some instruction on how to make 
those decisions. Directors made a point of creating time and space for student leaders to 




leaders at school #2 spoke about the choices they had with regard to how they managed 
their rehearsal time with their peers. Josh talked about his method of finding a consensus 
of what to work on during their sectional time and looking at specific parts of the music 
where people had questions or concerns. Josie said there was a wide variety of leadership 
positions to choose from so that most people who were interested could find something 
they would like to do. I was also intrigued by Josie’s comment that the director would 
address problems by encouraging student leaders to “think about it a different way” (S2, 
S3, p. 6), using this alternate perspective to redirect help students direct their efforts 
along a potentially more productive path. Veronica saw her choice in how she 
demonstrated her leadership saying, “leadership can be shown in different ways…just 
because they are loud, doesn’t mean they are right” (S2, S4, p. 4). Finally, Veronica 
stated that the director encouraged all of the student leaders to make weekly goals for 
themselves and for their section that they shared via a Google Doc so everyone could see 
the goals. 
Jack, at school #3, stated that he had a great deal of choice when it came to 
helping members in his section. He noted that he has to know the members of his section 
to be able to make a plan that reaches his peers at a level where they are ready to achieve 
success. Mae echoed this idea of being able to choose what needed to be done in a 
concert band lesson or when working with another student leader to start a marching band 
rehearsal in the absence of a staff member noting, “if the directors are late…[brass 
captain] and I will start sectionals and get everyone ready” (S3, S1, p. 1). Students were 




and in some cases, the entire ensemble. Students were encouraged by directors to set 
goals and work towards them in ways that helped as many other students as possible. 
Directors Work to Make Space for Student Choices. The director at school #1 
addressed supporting choice. When working with student leaders, he would allow them to 
decide how to teach in small groups saying, “do it how you would practice it and learn it” 
(JD, Int. 2, p. 25). John encouraged students to decide how best to handle the inner 
workings of that small rehearsal session instead of micromanaging the situation. John 
also knew that sometimes what his student leaders planned would not be as effective as if 
John had done it himself. At times, the choices that student leaders made were not 
successful. He said, “that is a really important part of it. Learning how to fail effectively 
and learning how to get better from it” (JD, Int. 3, p. 17). John understood that students 
react to failure differently, and that they need the latitude to make that choice and get 
help “getting back up” as needed. In this case, the process of trying to lead and fail, or 
perhaps not do as well as the student leader wanted, was just as important as successfully 
navigating the challenges in rehearsal. 
Dan believed that leadership is something students have to learn and practice, 
noting that they are “going to be bad at parts of it and good at parts of it” (DA, Int. 2, p. 
6) but that he is there to “help and make sure that everything [they planned] happens” (p. 
8). Dan prioritized the idea that student leaders had the chance to enact their plans and 
self-assess their success, not check and supervise the plans in advance. Similarly, Dave 
allowed student leaders in his band to set their own goals for the week and the 30 minutes 




but then it is the job of the section leader to go make that happen” (DJ, Int. 2, p. 1). Dave 
tried at one point to make a list or a script for his student leaders to follow during their 
rehearsal time, but he realized that it did not work and that it was easier and more 
efficient to let the kids make their own decisions when they had time with their peers. 
Summary. Data suggests that supporting choice, as an autonomy support, was a 
two-way street for the participants in this study. Directors needed to create time and 
space for students to make decisions but also needed to provide student leaders with the 
tools to make decisions in the best interest of everyone involved. Students needed to take 
advantage of the opportunity to have an influence on how rehearsals work and also 
needed to know the other students they were working with in order to make choices that 
can be supported by the band director. 
Unconditional Regard 
Unconditional regard is an autonomy support that was studied by Assor et al. 
(2004) to determine how caring, or the lack thereof, helps to develop intrinsic motivation. 
Students in this study seemed to believe their band directors had their best interests at 
heart, and the student leaders knew they could make a difference in the social 
environment of the band room. Sophie, for example, observed that the director “does help 
us a lot…he really does care about us and want us to get better” (S1, S3, p. 4).  
Thinking of Others. Student leaders made mention of several different ways they 
thought of the well-being and inclusion of other people as they exercised their leadership 
in band. Several of the kids at school #1 stated that their leadership positions allowed 




could help “keeping the band together almost as a family” (S1, S2, p. 4). Megan also 
echoed the benefits of making friends in band. She said it was nice to have the connection 
with other kids and to say “hi” to them in the hallway. She found her leadership role 
made her “more inspired to just make friends with all [of] the people in my squad…and 
form that connection with them” (S1, S1, p. 8). 
Josh, at school #2, commented that student leaders cared for other band members 
by “being productive, diligent, having a good work ethic, and overall being great people” 
(S2, S2, p. 12). Josie said she would “go out of my way to make sure I’m there for other 
people in the band so we can be the best band that we can be” (S2, S3, p. 2). She also 
spoke about what band means to her stating, “[Band] has touched so many of us and this 
is our family and this is our life and we love being here” (p. 5). Veronica demonstrated 
this idea of “being good people” when she included a new member of her section in her 
group for the homecoming dance. She knew the student was new to the high school from 
homeschooling and wanted them to feel included. She also wanted to do this because she 
remembered when she was new to band, there were older kids who did that for her. 
The students at school #3 spoke about the things they did outside of band that 
made them feel closer as a group. Jack spoke to the mutual respect the members of his 
section had for each other and how much he enjoyed “giving off that fun environment to 
my section and have us bond really close and…it is all up to me” (S3, S3, p. 16). He also 
revealed they would get together and watch movies as a section. Mae spoke to this as 
well when she described her section getting together to have a pool party and tie-dye t-




members if they got overwhelmed and that it was “nice being a person they can come to 
if it becomes too much” (S3, S1, p. 7). Alice made many of the same points, saying that a 
big part of leadership is about being present or “open” (S3, S2, p. 3) to other band 
members. She acknowledged that you “…can’t keep everything inside of you. You need 
someone to vent it out to” (p. 4). Students played an important role in the helping other 
students feel like they were part of the group. On several fronts, student leaders seemed 
to provide a space for helping kids find a social space in the band, helping to learn music, 
or answering other questions that helped students feel like they knew what they were 
doing. 
 Culture of Band. When speaking to unconditional regard, many of the comments 
from directors related to creating a culture in the band room that engendered relatedness, 
ownership, and inclusion. John made frequent mention of his perspective related to 
ownership saying, “I am in charge of it, but it is their band and will be as good as they 
want it to be” (JD, Int. 3, p. 3). He tried to “put in front of them a culture of belonging. 
Kids need to feel that they belong to something” (JD, Int. 3, p. 23). John felt strongly 
about his ability to help the students realize he cared about them saying, “Care not just in 
this case about the band or the music, but caring about them, care about their feelings and 
their well-being” (p. 10).  
 Dan spoke to an example of unconditional regard in his student teaching when he 
saw his cooperating teacher “…was super open with the kids with how he felt about them 
and teaching…it was personal and I really liked and connected with that” (DA, Int. 1, p. 




anybody and everybody can be accepted” (DA, Int. 2, p. 15) and where kids can “find 
their own way and do their own thing” (DA, Int. 3, p. 7). Dan has found that as he gets 
older and teaches longer, his discussion with students are not only “about ideals and 
being perfect, but we also talk a lot about forgiveness, understanding, and patience” (DA, 
Int. 3, p. 29). Additionally, he has found that student leadership has helped him “…pass 
down the culture…Everybody who wants to be here is automatically in the group and we 
expect people to be good people” (DA, Int. 3, p. 23). 
 Dave built a culture of band that is driven by his desire to learn about his students 
outside of the rehearsal hall by “showing interest in who they are versus what they are for 
me as a conductor” (DJ, Int. 2, p. 8). He actively tries to identify with students and not 
“talk down to them” while still maintaining a professional distance (DJ, Int. 3, p. 12). He 
notes that this is intended to help them feel they are “with the conductor” (p. 12) in order 
to establish a “rapport that facilitates a much higher level of [a] human experience” (p. 
17). 
 Summary. Based on the responses of directors and students, the autonomy 
support of unconditional regard looks, on the surface, as though it is facilitated with a 
very laissez-faire approach. It appears to be very hands-off because unconditional regard 
can be an all-encompassing philosophical underpinning to band culture; however, the 
perspective that band is a family, that all are welcome as they are and that directors care 
about students and not instruments, appears to be experienced on a daily basis in a myriad 
of individual interactions between students and directors. Directors make decisions and 




dealings with their fellow students.  
Understanding and Acknowledging Individual Perspectives and Differences 
The acknowledgment of multiple perspectives and differences as an autonomy 
support allows for various types of feedback including “feelings, promoting choice, and 
providing meaningful non-controlling feedback” (Ryan & Deci, 2008, p. 191). 
Informational feedback is designed to help the individual improve relative to their own 
growth and development and can enhance intrinsic motivation and creativity (Koestner et 
al., 1984). Controlling feedback, however, imposes an external locus of control that 
hampers the development of autonomy and the internalization of motivation. 
Students Seeing Each Other. The students revealed they used their 
understanding of other students’ individual situations and differences to help section 
members learn about band and each other. Megan mentioned sharing her perspective with 
younger members stating, “…helping [students] understand why what they are doing 
matters instead of hearing it from an adult” (S1, S1, p. 7). Additionally, Veronica saw the 
role a student leader could play in helping classmates understand what they were doing 
wrong with their music or marching instructions and why. She said, “I think it is easier to 
listen and understand sometimes why you are doing something [wrong] if someone your 
age is telling something to you” (p. 3). Olivia made mention that she would often use her 
position to facilitate the different perspectives in band. She would help some of the 
students understand the director’s perspective on things that happened at rehearsal saying, 
“He may have been rude, but he made a good point…we could try [it that way] and then 




students will hear the same information and relay it in a way that could enhance a 
student’s understanding of that information. 
Josh indicated that in sectional rehearsals, it is “a smaller group and we can focus 
more on what individuals need to do” (S2, S2, p. 9) and that “every person in low saxes 
has different strengths and weaknesses, like every band member does” (p. 10). He also 
talked about how student leaders were able to “give more individual feedback versus the 
staff which will be giving more general feedback” (p. 5). Josie even described how 
student leaders had changed how they approached teaching saying “…you can’t just have 
things one way because this person isn’t going to learn the same way this person is” (p. 
6), and “being able to realize that they have to go through it a different way…was a big 
thing for our section leader last year” (p. 6). Veronica even included her own growth 
saying “…everyone responds differently to different things. That will help me as an 
instructor” (p. 6). By using their understanding of the differences of members of theirs 
sections, student leaders can tailor their feedback to be as helpful and informational as 
possible to other students. 
Director Struggles. All three directors acknowledged the ways in which 
individual students uniquely contributed to the ensemble. Every director had to struggle 
in some way to adopt methods that responded to students’ different learning styles and 
motivations. John occasionally had difficulty understanding the perspectives of students 
who did not approach band with the same degree of seriousness and dedication as he did 
when he was in high school. He said, “I have trouble identifying with some of the kids 




a place where people with divergent, individual needs could come together and make 
music. For example, John worked hard to make the schedule easy to follow as kids would 
use scheduling conflicts to try and get out of participating in band practices and 
performances. He said, “I bend over backwards to make it [the schedule] doable for them 
to be at every function” (JD, Int. 3, p. 15), and “…there are kids that are 14 and kids that 
are 19 and they are all coming together and doing something together…” (p. 17). 
John reinforced band being a place for people to gather and make music as a 
community by saying, “Everybody needs something…I play sports…I am good at music, 
kids need something to feel pride in and give them confidence” (JD, Int. 3, p. 21) and, he 
added, “Being able to work cooperatively and collectively toward a common goal is a 
huge thing” (p. 18). John wanted band to be a place for students to come together and feel 
proud about what they have learned to do and accomplish.  
Dan summed up his perspective on student leadership by stating, “If they show 
any interest I am going to find something for them to do that is theirs, something unique 
to them” (p. 11). He added that he “will pick leaders entirely based on how I think they 
will do as a leader, not how it affects our sound” (p. 12). Dan liked to discuss with his 
student leaders “what leadership is or could be…[and] how they can develop that in 
themselves” (DA, Int. 3, p. 3). Fundamentally, Dan appeared to be interested in providing 
opportunities for every student. He said, “I try as much as I can to talk to every kid a little 
bit and to acknowledge every kid inside and outside of rehearsal” (p. 26). One of the 
subtle difficulties of running a student leadership program like this is being able to reach 




see how things are going for them in band. This regular check-in with students not only 
allows the director to make important personal and pedagogical connections with 
individual students, but it also assists the director in understanding when those students 
are ready for leadership positions and perhaps which job might be the best fit for them at 
that time. 
Dave also solicited feedback from the student leaders so that he could better 
understand how things were going for them. He noted that it was hard to figure out what 
kind of progress they were making with their sections because they each “organize their 
thoughts so differently” and, in the past, considered using “maybe not necessarily a form, 
but a format” to collate the information (p. 21). In the interest of letting them 
communicate more freely, however, he gave up on the form but still uses a verbal check-
in to see how things are going. Dave takes to heart the fact that he is working with 
students and is trying to help all students, not just the student leaders, to understand “so 
this [band] is a ‘we’ thing!’…that is huge” (p. 9). In the end, Dave expressed that he is 
trying to help students experience leadership by helping them “think about people…how 
about teenagers thinking about someone other than themselves!” (p. 16).  
Summary. When given the opportunity, student leaders in this study articulated 
that they can be attentive, receptive, and generous toward the needs of other students. The 
interactions between student leaders and their section members appear to be full of 
opportunities to experience autonomy and competence. This finding may be a leading 
reason why directors can and should aim to create environments that support student 




consuming addition to a teacher’s regular duties and obligations, but, based on the data 
collected here, such a practice may also save directors time as students take over various 
responsibilities in the classroom. Furthermore, the creation of opportunities for leadership 
in this manner may have benefits beyond standard curricular goals in the classroom, such 
as developing a culture of acceptance and belonging where students feel comfortable 
helping their peers solve problems. 
Conclusion 
 There were many origins of leadership for both students and directors in this 
study. All of the director participants acknowledged that self-reflection and informal 
mentoring were principal sources of increased awareness and understanding of 
leadership, particularly as it relates to a band setting. Directors found mentors in several 
places throughout their careers including college, drum corps, or early teaching 
experiences. In many cases, mentors were people that the directors themselves 
understood to have insight about leadership and were not formally assigned as part of 
coursework or other district-sponsored mentoring programs. 
 Students in the study principally learned leadership from their time in band and by 
watching the band director or their peers who were charged with leadership duties. A 
large portion of the student leadership responsibilities centered around logistics, making 
sure requisite tasks for rehearsal were completed and equipment was managed. Although 
many jobs held by student leadership could be classified as management, all of the parties 
interviewed referred to them as leadership duties. 




create a band culture that encourages competence, relatedness, and autonomy. Directors 
planned time in rehearsal for students to exercise leadership skills that put student leaders 
in a place to be agents of change in the band. This can be seen as an example of 
transformational leadership. Furthermore, by using autonomy supports, student leaders 
and band directors articulated ways in which they helped their ensembles be a place 
where individual students felt they could make contributions that they knew were 
valuable to the group. Additionally, I noted leadership qualities from across the Full 
Range of Leadership (Bass, 1995) over the course of these 19 interviews. 
Autonomy supports, such as promoting unconditional regard, supporting choice, 
and minimizing pressure and control were used by both directors and students in the 
study. Directors used these supports to encourage student engagement and to help them 
develop a sense of competence in their leadership and musical abilities. Student leaders 
used autonomy supports to help themselves lead by example and assist their peers in their 
own development as musicians and future leaders in the band. Both students and directors 
acknowledged that open communication promoted investment in the program from 
members of the band. Open communication also created a space for perspectives of all 
parties to be heard and allowed student leaders to see, help, and support each other more 
easily. 
In chapter five, I discuss the findings from chapter four including director 
leadership and mentoring, leadership versus management, mentorship and self-reflection, 







The purpose of this study was to better understand how band directors developed 
their leadership skills and how they used those leadership skills to develop autonomy 
within their student leadership programs. To examine this inquiry, I interviewed three 
directors and ten student leaders. Responses to interview questions from directors and 
students were transcribed word for word. After transcription, interviewees were asked to 
member check the transcript. Respondents were asked to check the document to be sure 
that quotations were accurate and that the intent of stories, anecdotes, and observations 
were true to the respondent’s intent (Stake, 1995, 2006, 2010). Codes were color coded 
and organized using NVivo 12 coding software. After reviewing the conversations and 
examining ideas that were common throughout various interviews, the following themes 
emerged: Management versus Leadership, Director Leadership and Mentoring, 
Mentorship and Self-Reflection, Student Leadership and Mentoring, and Band Culture. 
Management vs. Leadership  
Leadership and management are codependent concepts and practices that rely on 
the presence of each other to keep organizations operating, functioning, and growing. 
Leaders need to use management at a functional level to maintain operations and create 
space that allows them to lead. Managers need to use leadership in order to complete 
tasks associated with keeping the organizational engine running and provide leaders an 
organization to lead (Toor, 2011). In larger organizations, managers and leaders may be 




management being an extension of their own leadership. 
Management 
The job band directors face is enormous (Miksza, et al., 2010). The requirements 
of managing the financial streams of district and band booster money, combined with the 
musical requirements of being a conductor, and the tracking and maintenance of physical 
inventory can overwhelm even the most organized band director. Wis (2007) spoke to the 
difference between conductors who manage versus those who lead, implying that 
managers make concerts happen, whereas leaders create musical events. Although each 
director I interviewed spoke to this point, John put it best when he said: 
Managing and organization is huge because you can be the best musician and the most 
inspiring dude, but if you are not handling communication with parents, taking care of all 
the different emails and school stuff you have to do, you can’t do the job effectively (JD, 
Int. 2, p. 5)  
John emphasized that both leadership and management were equally important in 
the context of his job. If the kids are not learning or are not engaged in the program, you 
are not doing a great job. If you do not have bus arrivals scheduled or know where the 
school instruments are, you will also have difficulty leading the program successfully. 
Dan elaborated about his delegation practices saying, “I try to give them every job 
under the sun because if I don’t have to do it and they can take pride in it that is even 
better” (DA, Int. 2, p. 11). He specifically cited an instance where he needed student 
leadership to handle management items so he could be free to work on tasks that affect 




 Any time there is a uniform issue, I just say go talk to the quartermaster [student 
position]…So it allows me to focus on the things that I need to focus on for the 
program and not get bogged down all the time. (DA, Int. 3 p. 15) 
Student leaders can take control of managerial tasks and help improve the quality of the 
program due not only to the growth they experience in the context of their leadership 
positions but also by allowing the director to have time and energy to see the larger 
picture and vision for the ensemble. The pride and ownership experienced by students 
exemplifies the cornerstones of Deci and Ryan’s (2000) SDT framework of autonomy, 
relatedness, and competency. When students are responsible for making sure tasks get 
completed, they may be able to make decisions that increase their sense of autonomy and 
thereby their motivation to participate. Since student leaders need to know what needs 
done and how to do it, they also are able to feel competent about a wider variety of tasks 
that help the band function. Finally, as students engage in these managerial activities, 
they can use leadership skills to organize themselves, learn to act as leaders, and motivate 
students to help complete the task. 
Leadership 
 Dave saw the relationship of management and leadership differently. He realized, 
after years of teaching, that “There had to be something beyond music for the large 
population of my students who aren’t going to study music beyond high school, let alone 
just play for their church or whatever” (DJ, Int. 1 p. 33). Dave felt that student leadership 
could open new venues for students to find value in their participation in the ensemble 




do more than managerial tasks. Although the delegation of managerial tasks to student 
leadership helped to free up a director’s time, there was also the need to expand the 
leadership experience for students. He wanted them “to be exposed to this great 
experience of being responsible for their section…not just logistical things, managerial 
things…The problem is managing how often we can offer the time for them to experience 
this thing called leading.” (DJ, Int. 2 p. 15). 
Discussion 
Adults are critical to the formation of leadership skills in students (Aminitehrani, 
2017; Lathbury, 2006; Lyons, 2018; Westlake, 2015). Students develop a leadership 
identity and the emergence of autonomy through reflective practices, guidance, and 
power sharing/opportunity creation (Komives et al., 2005). The meetings and interactions 
that directors had with student leaders can act as an important bridge in the growth and 
development of those leaders. Directors modeled leadership practices and techniques 
through rehearsal practices and lesson plans that student leaders can emulate in their own 
emerging practices. Additionally, directors acted as mentors when interacting with 
individual student leaders when trying to resolve personality conflicts or simply to 
provide advice on how to handle certain difficult situations the student leader had 
encountered in their own rehearsals.  
Additionally, I posit that the managerial tasks student leaders in the study were 
assigned to take care of fall into the transactional leadership portion of the Full Range of 
Leadership (FRL) (Bass & Riggio, 2006) model. In these situations, student leaders are 




are usually rudimentary to start (e.g., set up the drum major podium before rehearsal), the 
completion of these tasks can allow for student ownership of rehearsal and performance 
time because they have helped to structure the environment. As student leaders develop a 
more extrinsic view of leadership (Komvies et al., 2005), they have the space to begin to 
extend their care, not just to transactional tasks like setting up the podium because it is 
your job, but onto more transformational ones like checking that the new members of 
their section have what they need to be successful that evening, like when Alice noted, 
sometimes “they will ask for help with hair and makeup, or even if they just need to talk 
to somebody” (S3, S2, p. 3).  
Finally, leadership and management are not the exclusive domain of the director. 
Although student leaders may need the permission of the director to act on ideas, they 
may not need the director’s direct supervision to reify their own ideas. Conversely, 
directors do not need to be uniquely in charge of all managerial tasks associated with 
running a band program. Students can be perfectly capable of managing tasks and 
focusing on how task completion fits into the grander scheme of the ensemble. 
Director Leadership and Mentoring 
Band directors stated in their interviews that they learned leadership skills from 
several sources; however, mentors and self-reflection appeared to be the areas where 
leadership skills were most commonly garnered throughout their personal and 
professional lives. Additionally, leadership was clearly identifiable as a behavior that can 
be learned and refined through practice and action. As referenced in chapter two, 




some people have and some do not or a behavior that can be learned, refined, and used at 
various levels of ability (Aminitehrani, 2017; House, 1976, Northouse, 2016). Several of 
the interviews provided evidence that leadership falls into the latter category as a learned 
behavior that can be developed over time, in this case, by both students and directors. 
Directors Learn Leadership Before They Are Band Directors 
All three band directors spoke to leadership experiences they encountered in their 
youth that helped them develop their leadership as band directors later in life. Although it 
was sometimes hard for the directors to pin down exactly when the realization of what 
leadership is or who the mentor was that had the influential contact to create that growth, 
these events eventually happened for all of the directors. Stories of this nature indicate 
that leadership is a behavior that can be learned and modified over time, sometimes 
without purposeful or direct attention (Jago, 1982; Komives et al., 2005; Mumford et al, 
2000). 
John recalled the guest conductors during his festival experiences. He 
remembered how the conductors treated people had a huge impact on the music-making 
at the festival. This experience spoke to the idea of relatedness (Baumeister & Leary, 
1995; Deci & Ryan, 2000), that the ensemble was making music together as a team 
engaged in a process. Dan made a reference to his section leaders in high school 
marching band providing encouragement. His interactions with these individuals helped 
him recognize that he knew what he was doing before he even really understood what 
leadership was or that he wanted to be a band director as an adult. Those student leaders 




referenced his time in drum corps and his ability, in hindsight, to see his leadership grow 
from not really understanding what a leader was to eventually shaping his position as 
drum major with purpose and focus. These experiences speak directly to the presence of 
the tenets of relatedness and competence in Deci and Ryan’s (2000) Self-Determination 
Theory. 
Directors indicated that they often had opportunities to lead as young adults. 
Many of these leadership opportunities were part of their other academic duties but, more 
importantly, the use of autonomy supports and the opportunity to lead and not just 
manage were most prevalent. Director #1, John, talked about being able to lead a group 
of undergraduate woodwind students: 
He [college professor] sort of felt confident that I could do it. Plus he was giving 
me that opportunity to teach people that didn’t know how to do it. Which is what I 
was going to be doing anyways… I was fortunate that [college professor] felt I 
could do that and gave me that opportunity. (JD, Int. 3, p. 10) 
 This type of experience is valuable for young directors to begin to use and 
develop leadership skills that will allow them to extend their influence in the classroom 
and rehearsal hall beyond simply telling kids what to do. It is one of the final experiences 
in the development of their leadership identity as outlined by Komives et al. (2005) 
where students begin to see leadership as something they now possess, “I can be a leader 
even if I am not the leader” (p. 605, emphasis in original). As new teachers develop 
leadership skills, they need their leadership identity to move outwards, directing their 




experiences in order to help them grow as musicians and leaders. This requires directors 
to learn how to interact with students in a way that engenders their help in moving the 
program forward and improving the educational outcome of their peers. This type of 
leadership process is indicative of the leader-follower relationship that moves both parties 
towards mutually beneficial goals, as Pounder (2008) observed. 
 Director #3, Dave, discussed the responsibilities of being a drum corps drum 
major and how that experience helped him realize that his role in the ensemble was much 
greater than simply assigning jobs. He also referred to the difficulty of leading his peers. 
But in drum corps…that had to be where it absolutely gelled for me. That had to 
be where it solidified in my mind that leadership was an absolute thing and I was 
now thrust into doing that even though that is more management...I still felt like I 
was trying to lead from my peer position. (DJ, Int. 1, p. 31) 
 Upon reflecting on the interview process at the end of the third interview, Dan 
said, “I don’t know that I have ever encapsulated all of this. It has always been in the 
back of my mind, but I don’t know that I have forefronted it all at once” (DA, Int. 3, p. 
30). At the end of his third interview, Dave stated, “the only thing I might add and I know 
I have already said it is this whole process is…I think is crucial to be exposed” (DJ, Int. 
3, p. 31). The directors articulated that they believed leadership was an important factor 
in doing their jobs well. Although they acknowledged the importance of leadership, they 
acknowledged that they had not taken the time to consider why they were doing what 





 As directors grow in their ability to use leadership skills in the context of their 
job, they are almost constantly involved in the process of adapting, applying, and 
adjusting how they lead their students and direct their programs. Directors are exposed to 
leadership in many non-academic settings before they become directors, and this insight 
and informal training has a definitive and lasting impact on how directors perceive their 
role as directors of bands. These informal experiences shape their philosophical 
underpinnings and will likely guide many of the decisions they make as leaders of their 
bands.  
 Band directors in this study typically saw leadership in the management sense as a 
way to get things done and keep the program running, as this is what they saw utilized in 
the past. These directors did not have much exposure to leadership from a theoretical 
perspective. They did not cite opportunities to have discussions about the 
transformational elements of leadership or even the concept of using leadership to create 
a culture in the band room that engenders a space for students to grow as musicians and 
people. I do not address this topic as an advocate for teaching theories of leadership, 
rather for directors to see that they lead by example regularly. By understanding the 
theory of leadership more completely, directors may be able to acknowledge and craft 
their leadership with a greater awareness of what their example is tacitly communicating 
to students. 
Mentorship and Self-Reflection 




between two individuals where a more experienced person demonstrates commitment to 
providing developmental support to the less experienced individual” (Crisp & Alvarado-
Young, 2018, p. 38), provided fertile ground for reflection through conversations and 
questions about leadership. Mentorship is an important facet in the development for 
young directors in that a mentor can provide a sounding board to help individuals reflect 
and assess current practices. They may also provide input on best practices going 
forward. This concept of sharing ideas between participants is echoed in Goodrich’s 
(2008) finding on reciprocal peer mentoring. 
Self-Reflection   
Self-reflection was an important way for many directors to develop and hone their 
leadership skills. All directors commented that even participating in the interviews and 
concentrating on thoughts about leadership, both their own and that of their students, was 
enlightening to them as to why they do what they do. 
 Self-reflection played a role in each participant’s experience whether the mentor 
was an official or traditional mentor, as in Dan’s example with his student teaching co-
op, or a non-traditional influence, as in the case of John and his high school senior drum 
major. John made the point that “We can go and learn all of the new age stuff, but we end 
up teaching the way we were taught” (JD, Int. 2, p. 14). He also observed that one of his 
predecessor’s teaching style was already antiquated when he retired and John said that 
“…there was not a connection anymore. The good kids were with him, but the other kids 
were kind of not. They were not responding to his teaching.” (JD, Int. 3, p. 4).  




during the beginnings of his new job “…it happened over those first couple of years that I 
was here and I kind of learned how to be with older students…that was big” (JD, Int. 2, p. 
9). He added, “I have become more compassionate than I was when I first got here…I 
was like the guy that was here [before]” (DJ, Int. 1, p. 16). Looking forward, John has 
noticed that even the self-reflection of the interview process for this research has helped 
him with “examining what I am doing and why I am doing it” (JD, Int. 3, p. 18). 
 In many interviews, outside voices and influences were present when participants 
discussed their current state of thinking. In several of the interviews, it was noted that 
feedback through the course of student conversation or director self-reflection provided 
opportunities to garner information and helped them explore how things might be done 
differently. These findings dove-tail with Bass and Riggio’s (2006) findings that modern 
leadership practices are built on follower growth and inspirational motivation. The idea 
of a director becoming more compassionate and understanding to the lives of their 
students and that a connection with students was key to student growth and keeping the 
program growing are both examples of this school of thought. 
Mentors 
 Mentors may not always come in obvious, formal positions like college 
professors, directors, or student teaching cooperating educators. Interviewees suggested 
that they could also include other peers, friends, or other colleagues. Crisp and Alvarado-
Young (2008) defined a mentor as a more experienced person who is dedicated to helping 
the mentee grow. Interviewees revealed that self-assigned mentors usually share some 





 John reflected that at the start of his tenure as a high school director, he knew that 
“I was a strong enough musician and I was qualified for it, but that whole other side of it 
[leadership]…I really didn’t know and probably wasn’t prepared for” (JD, Int. 3, p. 20). 
After his first year, however, he remembers telling his senior drum major, “’You helped 
me learn this job as much as I helped you become a better player’. She was very much 
instrumental in helping me understand how to do the job effectively” (JD, Int. 3, p. 4). 
The senior drum major had acted as a mentor to him as a new director because of her 
familiarity with how band traditions were handled in the past. 
 John also referenced an example from a job he had before he became a music 
teacher to explore a mentor-like influence on how he understood leadership. He noted 
that he learned a great deal from his supporting role in a swing band by watching one of 
the more experienced players handle their own musical responsibilities. Upon watching 
him work John said to himself “I will do whatever he does” (JD, Int. 1, p. 12). John 
appreciated the way this player handled their responsibilities and used this opportunity to 
develop his own personal leadership skills within the context of one of his first 
professional musician jobs. 
 One director, Dave, even mentioned a time when he rebelled against a drum corps 
staff member whose idea of leadership was antithetical to his own: “I just completely 
disagreed with him even though I didn’t necessarily know what my role as a drum major 
was going to be. I knew that [the staff member’s perspective] was not the answer” (DJ, 




own school. Dave pointed to this time in his life where he learned leadership: “between 
drum corps and early marching band teaching at [staff member’s local high school], it 
had to be it [when he realized leadership was a skill]” (DJ, Int. 1, p. 32). It was after 
working at this school that he realized that leadership was more than management. When 
Dave saw the student leadership at the high school where he was working, he understood 
to a greater degree the impact that student leadership could have on an ensemble and a 
program. More importantly, Dave understood that leadership was not just for students in 
high school band, it was for everyone. 
 Dan referenced his student teaching co-op teacher as an individual who had a 
significant impact on his early teaching through the student teaching experience. He also 
noted that this individual remained a friend throughout his career. This individual helped 
him move through different jobs as his experience level changed (DA, Int. 1, p. 4). 
Reflecting back, Dan realized that early in his own time in high school, he began to have 
thoughts and insight about leadership. When he was in high school, the band section 
leaders exemplified two sides of the same leadership coin. One section leader was very 
dry and to the point and the other was a very high energy “cheerleader.” Both students 
were interested in the same end goal - helping the section improve and looking after the 
section members. Dan saw that even though they were approaching the problem 
differently, both section leaders had the same goals in mind. Finally, Dan, like John, 
referenced the help of his own students when he first got hired, noting, “I was constantly 
meeting with the seven core kids and asking “Hey! How does this happen?” (DA, Int. 3, 




role in the development of band directors. It might be hard to assign good mentors 
through an undergrad curriculum, but finding opportunities to build mentorship into the 
curriculum is important. Mentoring, in such settings, could take the form of a seminar or 
a series of mini-clinics over the course of a semester as a way to give teachers in training 
some exposure to leadership concepts in practice. 
Director Perceptions on Leadership 
Directors stated that they use leadership less as a managerial dispersion tool and 
more as a transformative, educational device for increasing the value of a child’s musical 
education. These perspectives are related to the second research question: how do band 
directors see their use of leadership change their classroom culture and the development 
of student leadership over the course of their careers? At many points throughout the 
interviews, directors indicated that student leaders were not chosen based on jobs that 
needed to be done but on the best interest of the individual student and the program. The 
idea that student leaders can contribute to the program through their work with the 
director aligns with the findings of Boerner and Gebert (2012) and Boerner, Krause, and 
Gebert (2004), where the orchestra conductor was able to work with players through a 
relationship of trust to increase motivation and to help the ensemble perform at a higher 
level. This selection process also speaks directly to leadership procedures that are central 
to transformational leadership whereby followers (students) are treated as leaders who 
can grow and make contributions to the success of the band (Bass & Riggio, 2006). 
Dan, director at school #2, made two declarations about student leaders. First, “If 




Int. 1, p. 11). Second, “I will pick leaders entirely based on how I think they will do as a 
leader, not about how it affects our sound” (DA, Int. 1, 12). Most importantly, Dan 
provided context to his students about leadership in the form of “what it could be” and 
how to develop leadership “in themselves” (DA, Int. 3, p. 3). For Dan, selecting student 
leaders is not about filling specific job titles or requirements. Rather, it is about providing 
additional educational value by supporting student growth through leadership 
opportunities during their final years of high school. 
 Dave spoke to the ability of section leaders to know their members. The peer 
relationship between members of a section is key. He says, “They have to know what 
skill level [section members] are at, how [section leaders] can potentially help them, and 
if they can’t, obviously that is where teachers would step in” (DJ, Int. 2, p. 18). This 
perspective provided by Dave is an example of two important facets of leadership. First, 
this is an example of individualized consideration (Seltzer & Bass, 1990) because Dave 
wants his student leaders to know their section members as people with individual 
strengths and weaknesses. This is important at all levels of leadership, not just teacher to 
students, but between students as well. If student leaders know their members as people, 
student leaders will be better able to help them with musical issues that arise. Second, the 
acknowledgement of individual perspectives and differences as an autonomy support 
(Koestner et al., 1984) is important in leadership to help find ways of meeting students 
where they are to help them grow and progress as people and musicians. 
Discussion  




communities, like students, parents, peers, and mentors from whom they can gain input 
and valuable background information on their decisions regarding the path of their 
programs. This differs from the recommendation in Crisp and Alvarado-Young (2018) 
where a mentor is recommended to follow through all of the student’s (or the director’s in 
this instance) educational experience. In many cases, band directors had a variety of 
mentors at critical junctures in their development as teachers and directors, not a singular 
person who acted as a constant source of feedback. This paradigm may align more with 
Foster’s (2014) definition of a mentor where “reciprocity, consistent interactions, and 
lasting benefits” are less fixed to a specific time frame or educational experience. People 
in the director’s life may float in and out as mentors in a less official capacity, but the 
knowledge gained can still be valuable. Additionally, in several of these cases, the 
students themselves played a role in helping to resolve problems. Student leaders did not 
simply act as followers but contributed to solutions to many problems and helped the 
band directors understand what their students needed from them in a more complete way. 
This echoes the recommendations of Hendricks et al. (2012) to have student leaders 
invested in extra-musical facets of the ensemble to contribute to their growth and 
development as people. 
 Directors used leadership opportunities to help students grow and add value to 
their music education experience. Unanimously, between the three directors, students 
were selected for leadership positions due to the job being right for the student’s current 
and future growth. In some cases, this took the form of students organizing logistics or 




taking a job they were interested in that would make the band function better and was a 
task to which they were innately drawn. 
It was clear that directors used many forms of leadership in the completion of 
their daily job responsibilities, but that leadership was basically and fundamentally 
transformational. Directors employed transformational practices, or as Dan put it “…how 
I do leadership” (DA, Int. 3, p. 13) when they used leadership as a tool to craft an 
experience with their students. All of the directors were acting in transformational ways 
that were specifically concerned with student growth and development. In many cases, 
students were delegated jobs that were managerial in nature; however, during their 
training, students were able to exercise autonomy and responsibility on how and when to 
complete those tasks. 
At face value, many of the tasks assigned to students look like managerial tasks 
that are simple to complete. Upon further conversation with directors and students, there 
is an underlying leadership component where students have the latitude to decide how, 
and in some cases when, to complete tasks. Student leaders may choose to exercise 
leadership to motivate their peers to help complete the task with them or to “do their part” 
to allow the student in charge to finish the task in their own way. 
Student Leadership and Mentoring 
 Student leadership can be a key component in the creation and maintenance of the 
culture of a band. I was surprised to find that student leaders also used transformational 
practices as they performed their leadership roles. Student leadership has its own 




an established history of student leadership. 
Students as Middle Leaders 
Students want to help and lead. In interviews from all of the represented schools, 
student leaders expressed a desire to lead their sections, help other people, and grow the 
program. Not a single student indicated being excited about managing people or things; 
rather, their focus was on the use of words such as lead, grow, mature, and develop. All 
of the verbs that were used described what student leaders were aiming to do for the 
program and their peers. 
In some cases, as many as 33% of the band occupied a leadership position of 
some kind. Across all participating schools, a spectrum of application processes resulted 
in students earning leadership positions. Whether the selection was made by the band 
director alone or after an application and interview process, there was not a shortage of 
students looking to put in the extra effort to lead and to help. The vast majority of 
applicants were selected for a position. Wis (2007) notes that extending autonomy to the 
ensemble helps to “develop musicians who understand how to make musical decisions 
and are capable of utilizing this ability in ways that contribute to the rehearsal process as 
well as the finished product” (p. 84). Through their added responsibilities, student leaders 
in this study became more invested in the ensemble and were empowered to make 
decisions that positively affected how the ensemble works. 
Students can sometimes explain ideas and feedback better than the band director. 
It was common for students to recruit their friends into marching band because they enjoy 




students was more than directors convincing a peer group to join band. It was about 
students convincing other students to change behaviors, increase motivation, and 
participate at a different level. There was a common thread among students interviewed 
that they saw part of their job as communicating ideas to their peers in ways that the band 
director may not be able to. This aligns with the transformational leadership element of 
inspirational motivation or the ability to help followers “envision and take ownership of 
attractive future states” (Pounder, 2008, p. 116). Student leaders are empowered with the 
skills to help their peers see these attractive future states and use those skills to enhance 
their peers’ band experience by helping them meet and perhaps exceed their own goals. 
Students - Mentorship 
Peer mentors are similar age peers with whom students worked in order to 
improve their skills (leadership or musical). Mentors, generally, were older members of 
the mentoring dyad. This included older band members (e.g., a senior leading a ninth 
grader), the band director, or other influential adults. 
Mentors. Students learned leadership from mentors in the form of band directors, 
influential other adults (like band staff members), and older members of the band. 
Student leaders in two of the three programs (schools #2 and #3) received voluntary and 
planned leadership training provided by the band director. At all three schools, students 
named the director as an example of good leadership practices. Students transitioned into 
leaders by observing peer leaders and then becoming mentors to younger members as 
they progressed through the band program and further developed their own leadership 




developed internally before moving outwards as a set of leadership skills that are used in 
the context of a group.  
Peers. Peers can serve as an inspiration to engage interest in leadership and to 
serve as mentors. Younger band members can see themselves in other student leaders 
more readily than they can in the band director, for example. Students described being 
able to see themselves as a student leader after watching older students lead, whereas 
none of the students mentioned seeing themselves as the band director. 
Older peers can create opportunities for younger band members to experience 
leadership in small, manageable segments where success is more likely. Jack, at school 
#3, spoke of instances where he remembered delegating some of the rehearsal 
responsibilities to younger members of the section to help get things done in a timely 
fashion so that he did not have to do everything by himself. In this way, student leaders 
help their peers see what is valuable and important in band through their social 
interactions and pass on the culture of band through those actions. 
Peer leadership can be difficult for students to navigate. Students are asked to lead 
their peers as they aim to develop the requisite skills to be successful at marching band, 
which in and of itself can be difficult, but this task is made more challenging when one 
considers the social and age relationship between leaders and peers. Directors 
acknowledged this difficulty in their interviews, and students shed some light on their 
understanding as well. Dave said, “I am asking a 17-year old [or] a 16-year old to teach 
what I want them to teach [to] their peers …that dynamic is difficult to manage and 




with student-athletes (Pierce et al., 2020) in that they saw leadership as both a behavior 
and a mindset that helped them to be successful working with peers. Student leaders need 
to have a mindset that allows them the perspective to see situations as a leader rather than 
solely as a peer. Additionally, student leaders have to reinforce that mindset with 
behaviors that they would like to see other students use. When both of these traits are 
utilized, student leaders are placed in a position to enact substantive and positive changes. 
Student Perceptions on Leadership 
Students understand what it means to be a leader. They have seen examples of 
leadership throughout their academic careers and have an understanding of a range of 
what “good” and “bad” leadership looks like from their experiences in various activities 
(band, chorus, Boy or Girl Scouts, other school teams/clubs). The stories below outline 
many of the leadership competencies found by Nickolls’ questionnaire (2020) such as 
integrity, interpersonal skills, and perseverance.  
Many of the students had very positive and generative perceptions of leadership. 
Josie used to think that leaders were mean and only knew one way to do things before she 
realized that being a leader required being open-minded and having the ability to listen to 
people (S2, S3). Alice, at school #3, saw much of the same thing saying, “You don’t 
demand respect in a leadership position. It is really given to you, you need to work for it” 
(S3, S2, p. 15). Jack, also at school #3, realized that his own internal growth as a leader 
helped guide him away from his assumption of a “position of power” (S3, S3, p. 17). 
These quotes from students match the findings of Aminitehrani (2017) related to how 




others to follow. Student leaders are in a unique position to exemplify ways in which 
leadership requires open-mindedness, listening, and compassion and not just an iron-clad 
demand for respect. 
There were instances where students acknowledged that there were sacrifices 
made in order to assume a mantle of leadership. Mae said that she had to limit her “fun 
time to be productive and be an example” (S3, S1, p. 13) in order to feel like she was 
doing her job as student leader. She did, however, notice that being a student leader 
helped her “care more” about those in her section (S3, S1, p. 6) as she tried to meet the 
goal to “elevate players to the next level, or the highest level they can possibly be” (S3, 
S1, p. 4). This quote is helpful to see how, even at the student level, leadership can be 
used to help increase autonomy and make space for personal growth as seen in the work 
of Weinstein and Ryan (2011). 
Student Leadership and Autonomy Supports 
 Student leadership can help provide a unique perspective and a meaningful 
rationale for other students to participate in band. Allowing students, leaders in particular, 
to share their own perspective on band, what it means to them, and why leaders do what 
they do, can help to create a culture rich in relatedness and autonomy.  
 Megan, at school #,1 said that sometimes things get “lost in translation from the 
band to him,” (S1, S1, p. 10) implying that on occasion, she felt the need to bring issues 
from the students in the band to the attention of the band director on their behalf. Dan, the 
director, even spoke to how influential the drum major was during the first year of his job 




were coming from” (DJ, Int. 3, p. 3). Sam, a student at school #2, noted that students 
were generally more receptive to a “tip” from a student leader and less likely to take it as 
a criticism than if they had been called out by a staff member (S2, S1, p. 5). These kinds 
of behaviors are examples of some of the extra-musical areas Hendricks et al. (2012) 
were speaking of when they suggested that student leaders can grow and add depth to the 
program by helping the director and students see each other differently and more 
completely. 
 The role of interpersonal skills in leadership was important to many of the 
students during the interviews. Interpersonal skills played a role in the Leadership 
Competencies provided by Nickolls (2020). Megan spoke of her ability to explain things 
to her peers “like bring up like a student perspective and kind of helping them [section 
members] understand like why, what they're doing matters instead of hearing it from an 
adult” (S1, S1, p. 7) or offer advice to the underclassmen under her care “from a 
perspective from someone who already loves what we're doing …to make other people 
love it as much as I do” (S1, S1, p. 15). Josh, at school #2, mentioned that the end goal of 
band is “making memories and having fun with your fellow bandmates which is also 
something where student leaders have to step in there because Mr. Adams [band director] 
isn't in high school anymore” (S2, S2, p. 4). Another student at school #2, Veronica, 
spoke about larger goals of student leaders related to the personal growth of those 
students in her section for the season: “I want them to grow past acting like a middle 
schooler and starting to mature” (S2, S4, p. 5). 




communication not only between band members and the director but also as resources for 
younger band members. As described in Deci, Eghrari, Patrick, & Leone (1994), these 
stories outline some examples of a meaningful rationale for suggestions and requests for 
students. The purpose of this pathway of communication is not only to get information to 
the band director from the students in the ensemble but also to get information to students 
from students. In some cases, that information may carry more weight than if it came 
from an adult. It should be noted that the purpose of this method of communication was 
not to necessarily keep students from engaging with the band director but to create a 
more efficient way of dispersing information through the ensemble. 
Student Leaders Have Leader Habits 
 During the interviews, it became apparent that student leaders are capable of 
using and recognizing transformative practices (even if not by name) because they see 
them in practice from their teachers. Studies have found that adults are an important 
resource for students to initially learn about what leadership is and what it can look like 
in action (Aminitehrani, 2020; Lyons, 2018; Westlake, 2015; Wis, 2007). 
 The director at school #2, Dan, talked about developing how he created goals for 
and with his students, “…laying out how I create goals, and not that they have to do it my 
way, but the way I plan for stuff to help them plan” (DA, Int. 3, p. 27). His intent was to 
help students, and his staff, develop goals that were attainable. Dan wanted them to look 
at what they were doing, how they were communicating that message, and how it was 
being received by student members of the ensemble.  




teachers are less helpful than others saying, “they don't really like encourage people just 
like come to them for help” (S1, S1, p. 5). Josh, at school #2, realized there were more 
appropriate ways to correct people than simply saying “you should have done this.” He 
saw the more appropriate method for taking corrective action was to work as a team, 
helping the other person do a better job the next time they attempted the task in question 
instead of admonishing the previous attempt (S2, S2). 
 Student responses also reflected the difficulty academia has had in trying to define 
what leadership is and how it is enacted in practice. Scholars have presented a variety of 
ways to define and codify leadership (Aminitehrani, 2017; Nickolls, 2020; Toor, 2011). 
Students also offered a variety of definitions. Veronica identified that she chose how she 
wanted to lead. She had seen previous leaders who were sometimes loud and drew 
attention to themselves to “show off how great they are,” but she chose to be a “silent 
example of what you should be doing” (S2, S4, p. 4). Olivia noted that she initially saw 
student leaders as “outcasts,” but she had decided to “be involved with everyone and 
make the choice of being helpful” (S1, S2, p. 17). Josie detailed that before becoming a 
student leader, she didn’t think “that leaders should listen to people” but that as she grew 
into the role of student leader, that you needed to “listen to people…and get to know the 
people around you” (S2, S3, p. 5). Alice made mention that she learned that she could not 
demand respect as a student leader but that it was “…given to you. You need to work for 
it” (S3, S2, p. 15). These sentiments echo Dan’s comment: “I think a lot of being a good 
leader is being a good human being and trying to …understand the context of situations” 




 Olivia, at school #1, said that her title of “Drum Major” allowed her the authority 
to say to fellow students, “Let me help you because you know that I can… I’m just not 
another student trying to help you” (S2, S1, p. 4). The assigned leadership embodied in 
the title of “Drum Major” (Northouse, 2016) was not just about power or added 
responsibility but about an ability to help other students in the band be more successful 
and feel good about that experience because they got help from someone tasked with 
rendering that assistance.  
 Student leaders showed evidence of using the autonomy support of supporting 
choices (Moller et al., 2006) of other students by offering them a voice in decisions when 
they were able to do so. Josh, when given time by band staff to work with his section, 
would decide what needed to be worked on by asking his section and reaching a 
consensus together (S2, S2). Students were also able to exercise the power of choice as 
they looked for ways to encourage people to listen to them as leaders but also to hear 
what their followers had to say. Josie, at school #2, when asked about what it means to be 
a leader, intimated that as a leader she needed to not only listen to what was happening 
within the band, but she also needed to get to know the people around her as well (S2, S3, 
p. 5). This was important, she said, because “You can’t just have things one way because 
this person isn’t going to learn the same way this [other] person is” (S2, S3, p. 6). The 
acknowledgement of individual perspectives through “reflective learning” (Komives, 
2005) is a crucial step in the development of a leadership identity. This is also in 




allowed to experience band in ways that allow them to process their interactions and 
internalize their motivation to participate.  
 Dave, the director at school #3, observed that student leadership has less to do 
with reducing the director’s workload or inviting students to lead rehearsals and more 
with encouraging students to realize “this is a ‘we’ thing” (DJ, Int. 3, p. 12). He goes on 
to explain that student leaders have meetings and discuss ideas and plans, but they 
eventually have to go take action. Sometimes this process can be challenging, however, 
“while they are experiencing this…thinking about people…how teenagers think about 
someone other than themselves. That is probably a good idea” (DJ, Int. 3, p. 16). 
Discussion 
 Students can provide an important line of communication in student leadership 
positions. As student leaders, they help to manage some of the more routine tasks 
involved in running a band. The sometimes overlooked role student leaders can play is as 
middle management. Student leaders can communicate with individual band members 
more frequently than a band director can because student leaders are a more frequent 
point of contact at an individual level than the director is during a regular rehearsal. As 
the first point of contact for band members, student leaders can go a long way toward 
supporting a culture of relatedness, competence, and autonomy. By setting an example of 
how to lead and participate in band, student leaders reach through different grade levels 
of the ensemble and communicate, sometimes tacitly, what it means to be in band at their 
school. Student responses in these interviews suggest that this is traditionally done using 




also help to generate inspirational motivation (Bass & Riggio, 2006) where student 
leaders are able to achieve more than expected through their additional duties and student 
participants gain more from their band experience via the extra level of interaction with 
their peers. 
Band Culture 
 Over the course of the interviews, it became clear that the culture of a band room 
is an amalgam of decisions made by all of the participants in that space. The director 
clearly sets a standard of acceptable interactions, and the students abide by that standard 
in the decisions they make. More often than not, the decisions student leaders make help 
to shape and pass along to younger students these ways of behaving and acknowledging 
each other. 
Director’s Intent – The Culture of Band 
 The directors in this study were striving to create environments where students 
had space to create a culture of competency, autonomy, and relatedness in marching band 
(Deci & Ryan, 2000) or as Dan put it, “to build the foundations of what the most 
important things we can teach kids; to be timely, take care of one another and how we 
would practice” (DA, Int. 1, p. 9). This mode of thinking calls back to Wis’ (2007) 
thoughts on rehearsal as collaboration: “Rather than walking into rehearsal thinking we 
need to do something to the musicians, we can think about what we can do with the 
musicians…possibilities we can explore together” (p. 85, emphasis in original). 
 John, at school #1, sees his students for most of their high school musical career 




outside of their own grade level. He notes that his band is “a group of 70 some kids that 
are from 14-18 years old. Kind of expand their circle a bit…” (JD, Int. 2, p. 3). John sees 
band as a way for students to meet and get to know other students outside of their regular 
peer group. In band, students are organized in ways that are different than in other classes 
or social constructs, like lunch tables. By encouraging them to meet new people, John 
tries to “make them feel like it is their band. Put in front of them a culture of belonging. 
Kids need to feel that they belong to something” (JD, Int. 3, p. 23). John went on to say 
that, in addition to belonging to something, “kids need something to feel pride in and give 
them confidence” (JD, Int. 3, p. 21). He sees band, and more specifically student 
leadership, as “…providing those opportunities to become confident in what they are 
doing …in a new circle of friends” (JD, Int. 2, p. 4). He sees band as an opportunity for 
students to “[learn] how to work together in most situations” (JD, Int. 3, p. 18). 
Dan, at school #2, spoke about how “kids enculturate themselves really quickly” 
(DA, Int. 2, p. 15)  and how he strives to have student leaders create a welcoming 
environment. Dan, via the student leaders, attempts to have the band be a place where 
“anybody and everybody can be accepted” (DA, Int. 2, p. 15). A learning environment 
like this one refers directly to the SDT element of relatedness (Deci and Ryan, 2000). 
Dan sees student leadership as a way of “passing down the culture …the past and the 
history [of the band]” (DA, Int. 3, p. 26) to develop a sense of belonging because he 
believes that sense of belonging speaks to students (DA, Int. 3). “We expect people to be 
good people.” (DA, Int. 3, p. 23). 




culture of his band. He noted that even though time is valuable when rehearsing over the 
course of a season, “when you allow them to have that breathing space or for us [band 
staff] to encourage them to spend time together hanging out and enjoying the company 
and the people around them and enjoying each other …[it] is nothing but healthy” (DJ, 
Int. 2, p. 22). Dave saw the impact of social time as an incredibly important part of the 
role of student leaders: “It is important to get to know each other …to be social and do 
the band thing” (DJ, Int. 2, p. 25) and that “there [is] a rapport or a relationship that 
facilitates a much higher level of, again, a human experience” (DJ, Int. 3, p. 14). 
All of these stories also refer to the directors’ desire to generate an environment 
where students can have the creative space to develop musical skills and the personal 
space to be considerate of one another. This finding aligns with Legutki (2010) who 
stated that many students see the social interactions in band as their primary reason for 
being there but also that, as teachers provided autonomy, student engagement increased. 
Deci and Ryan (2000) also saw that opportunities for autonomy not only helped to 
improve the motivation of participants but also increased their overall development and 
growth as people, which can also be seen as the element of inspirational motivation from 
transformational leadership (Bass & Riggio, 2006). 
Student Leaders Propagate Band Culture 
 The director’s intent to create a band culture of relatedness, competence, and 
autonomy (Deci and Ryan, 2000) and the individual perspectives of students (Bass & 
Riggio, 2006) was reflected in some of the student comments as they relate to the 




as drum major was to “keep the band together almost as a family” (S1, S2, p. 4) and that 
her section leader when she was a ninth grader helped her feel like she belonged in band 
because of the friendship they shared (S1, S2). Reflecting on that friendship made her 
reach out and talk to new students so that “you become friends with the freshmen and 
everyone becomes connected” (S1, S2, p. 7). Olivia’s colleague, Megan, has also been 
“inspired to make friends with all the people in my squad …form a connection with 
them” (S1, S2, p. 8) and “say ‘hi’ in the hallway,” noting that it is “really nice to have the 
connection [outside of band]” (S1, S2, p. 9). Megan added that she continues to take 
personal ownership of those in her section saying, “it's more like you're talking to them as 
a friend and not just this person in your section that you need to like keep track of” (S1, 
S1, p. 9). 
 At school #2, Josie echoed that sense of friendship and family when she said, 
“[band] is something that has touched so many of us and, like, this is our family and this 
is our life and we love being here” (S2, S3, p. 5). That sense of family was also felt by 
Veronica when several students took her under their wing when she was starting her time 
in marching band and made her feel included as a new member (S2, S4). She paid this 
forward by making sure to talk to new members of the ensemble outside of rehearsal 
frequently not only about band material but also to give them advice about school as well 
(S2, S4). 
 Students also specified that social events for the section was an important part of 
their experience. Mae, at school #3, said that she enjoyed making tie-dye shirts for her 




bowling or to a local Halloween festival. The trumpet section leader at school #3 said 
they were heading to a movie together as part of their traditional celebration of the end of 
their season. 
 When asked about leadership responsibilities, Alice said that a huge part of 
leadership is simply being open to other members (S3, S2). Alice’s point of view is an 
example of student leadership approaching the job of relating to other students with an 
absence of pressure (Ryan, 1982) and supporting the choices (Moller et al., 2006) those 
students make by helping them to succeed. 
Discussion 
Band directors make space for competence, acceptance, and autonomy in their 
band rooms, but it is up to students to fill that cultural space by helping other students 
experience belongingness and inclusiveness in band. Student interviewees spoke about 
recent graduates helping them find their way in band when they were younger members 
and the desire to repay that service to the program. Others spoke about the process of 
cultural reproduction that helped to maintain the quality of the program and the bonds 
between student members of the section over the course of a long and grueling season of 
rehearsals, games, and competitions. Many times these stories centered on creating a 
mentoring situation where students were learning leadership skills from other students as 
seen in Schneider (2002) and Goodrich (2018). 
Peer Meetings Maintain Appropriate Leadership Skills 
 Meetings to help ground student leadership are helpful for all concerned. They 




wisdom with their peers about problems they have solved before, as seen in Foster (2014) 
and Goodrich (2014, 2018). Meetings can also give directors a chance to hear what their 
student leaders have to say about the inner workings of the ensemble, and directors have 
an opportunity to deliver extra instruction as to how to use leadership and the direction it 
can or should take as the school year or competitive season progresses. As found in 
Melton (2012), these meetings also allow for some oversight by other peers and the band 
director to be sure that the student leadership growth that is happening is not being 
utilized inappropriately for bullying or other forms of coercion. 
 Sometimes leadership meetings are held contiguous with a practice. At school #2, 
leader meetings took place 15 minutes before the afterschool marching band practice to 
organize the student leadership around the rehearsal plan that had been released that 
afternoon (S2, S2). According to Josie, the director, Dan, sees it as a chance to see 
“what's going on with the band” (S2, S3, p. 10). 
 At school #3, these leadership council meetings were held on Friday evenings. It 
was during these meetings that Jack realized that he had grown as a leader. Instead of 
seeing himself as a “follower,” he felt empowered to use his voice to add to the 
discussion at meetings saying, “I can criticize ideas, I can try to add on to an idea and I 
can give my input and thoughts and ideas with everyone else’s” (S3, S3, p. 16). Alice, at 
the same school, saw the meetings as a way for student leaders to get together and “give 





 These meetings can act as a way to alleviate the critiques of peer mentorship. 
Directors have a chance to make sure that students are using leadership in ways that are 
congruent to the culture they wish to develop in their band rooms, echoing Goodrich’s 
(2021) suggestion that directors meet with mentors (student leaders) to refine mentoring 
practices. 
Autonomy Supports 
 Autonomy supports like supporting choice (Moller et al., 2006), unconditional 
regard (Assor et al., 2004), absence of pressure (Ryan, 1982), and the acknowledgment of 
individual perspectives (Koestner et al., 1984) help to illuminate how band directors use 
transformative practices in the band room.  
 All of the band directors believed there was more to band than the direct objective 
of musically educating students. Dan saw that “education, in general, is bad at focusing 
on soft skills as a direct goal” (DA, Int. 3, p. 12). Dave noted: 
The broader picture for me became much more focused…I got a jolt of how that 
adult to young adult relationship affects us. There had to be something beyond 
music for the large population of my students who aren’t going to study music 
beyond high school…there is value in doing this [marching band] and what it 
does for us and that made me think about how I lead them. (DJ, Int. 1, p. 33) 
Through the use of student leadership, directors can spend time engaging students on 
issues like belongingness, relatedness, and adapting to individual student musical needs 




 This is not to say that directors in the study simply saw student leadership as a 
way to make their jobs easier or a place to delegate tasks. Dave notes that his educational 
philosophy is “not solely musically focused…it is a quality human experience” (DJ, Int. 
3, p. 14). He sees the leadership experience in marching band as a way of adding value 
and education for the older students in the ensemble. John quoted a book he read when he 
said, “We manage things but lead people” (DJ, Int. 2, p. 1). The ability of directors to 
motivate and inspire students to help with managerial tasks serves two purposes. First, 
delegating managerial tasks to students allows the band director time to think through 
high level tasks for the program, allowing directors to be engaging and transformative. 
Second, student leaders charged with managerial tasks are required to think of people 
other than themselves and about needs that may not serve them directly. This kind of 
thinking is delineated in the definition of transformative leadership by Burns (1978), 
Avolio & Bass (1999), and Bass & Riggio (2006) where transactional and 
transformational practices are used concurrently to lead. Additionally, students may be 
motivated to participate in new and different ways because of the leadership they are 
allowed to exercise and the autonomy that leadership permits. 
 Many of the examples in the interviews make use of the creation of intrinsic 
motivation through autonomy supports and practices as found in Ryan and Deci’s (2000, 
2008) organismic integration theory (OIT). Student motivation is directly influenced by 
the perceived relevance of the task and the student’s sense of relatedness to the group. 
Directors use student input to solve problems and to help implement the solutions not just 




solutions as well echoing the element of inspirational motivation from transformational 
leadership (Bass & Riggo, 2006). Students tended to pick up on the fact that their voices 
are included in planning and shaping the progress of the ensemble. One of the students at 
school #1, Megan, noted, “There is a lot of working together to move forward” (S1, S1, 
p. 5). 
 Dan looks to student voices to not only help him manage and solve problems but 
also to add value to their band experience. He said, “I think it just allows the program to 
be more when there is student leadership…I would put the same amount of effort in 
either way, but it opens up so many possibilities.” He has “defaulted to trying to be more 
inclusive with giving kids opportunities” and “empowering students to do stuff now” 
(DA, Int. 3, p. 3). Dan even allows students to make their own plans for rehearsal and 
share them. He noted, “I lay out how I create goals, not that they have to do it my way, 
but the ways I plan for stuff to help them plan” (DA, Int. 3, p. 27).  
 Dan specified that although he learned some leadership through “experiencing 
what other colleagues did or what other programs did or just reading,” his main influence 
was talking to his music teacher colleague (DA, Int. 3, p. 1). Dan also drew attention to 
the fact that he tried to have student leaders be part of problem solving: “I try to make 
them active participants especially with thinking about ideas and solutions” (DA, Int. 2, 
p. 8). This method of problem solving was particularly salient in a situation revolving 
around moving massive amounts of equipment. “We did that whole process [moving 
concert band equipment] and at the next student leader meeting everybody shared all of 




Growth of Autonomy Support Practices 
 Through the creation of these opportunities to lead, band directors use 
transformative leadership and autonomy supports to allow students an opportunity to 
improve themselves, their peers, and the quality of the band program itself. Band can be 
full of meaningful involvement and reflective moments to help students (and directors) 
grow their leadership abilities and create their leadership identities. Directors stated in the 
interviews that their understanding of autonomy support practices had changed over time 
and continued to do so. Students and directors both noticed that continuing engagement 
over practices that support autonomy required extra effort and work on the part of the 
directors and students. In order to appropriately assign student leaders, directors need to 
possess an understanding of each student’s musical abilities and motivation, a form of 
individualized consideration (Bass & Riggio, 2006; Legutki, 2010; Pounder, 2008). The 
extra time and effort needed to make this work by directors on behalf of students is 
corroborated in the work of Sheldon (2001), Goodrich (2007, 2018, 2021), and Johnson 
(2015). 
 John developed a comprehensive understanding of the history of his program and 
realized that students had experienced a variety of leadership styles. A long-time prior 
director was restrictive and authoritarian, whereas John’s immediate predecessor 
“basically took whatever level of discipline was here and it went away” (JD, Int. 1, p. 
17). Once he started the job, John leaned upon a more transactional style of leadership to 
bring order back to the rehearsal hall. Over the first year or two, he watched the changes 




came to the conclusion that not all of the band kids were in band for the same reasons he 
had been when he was in high school, John shifted his perspective. John realized that 
many of the students were there for the social aspect of band but still wanted to play well. 
This differed from his own experience where he practiced regularly, took private lessons, 
and participated in auditions for festival bands. After some time, he realized that he has 
changed by “becoming more compassionate and understanding of the students and their 
families…I think that has really helped” (JD, Int. 2, p. 6). John’s realization and 
appreciation of student perspectives that did not match his own helped him to be a better 
leader and band director. 
 Dave realized as a part of his epiphany that: 
it is not all about the music, it is also about the kid. It made me think the value is 
not just the music…it is our relationships with each other. There is always that 
human element in teaching music that is valuable beyond the music making (DJ, 
Int. 1, p. 34).  
When developing student leaders, Dan said, “I think about… how to push them more into 
their own leadership more than just doing what I want them to do” (DA, Int. 1, p. 11).  
 Dave and Dan referenced specific instances about knowing what their students 
did outside of band in an effort to build relationships with them. These two directors 
made a deliberate effort to engage with students on their own level about issues that 
mattered to them individually. Dan tried to learn everyone’s name before the start of band 
in the summer and wrote their interest or hobby next to their name. Dave acknowledged 




about, even if it is not band, was important in helping students stay in band. The effort 
directors put into making these connections can help give students a connection to the 
band program outside of the instrument they play and build a sense of relatedness to the 
group. 
 Band directors can use transformational practices to create spaces for students to 
succeed and lead. As Dan noted, “I really like trying to build and trying to make 
structures where kids can thrive and learn to be better” (DA, Int. 1, p. 5). In the context of 
these spaces, students are provided with the opportunity to experiment and try new 
things: “It is about a focus on the process…I [never] really plan on a result necessarily” 
(DA, Int. 3, p. 6). Finding kids who are willing to partake in the challenge that is 
leadership is not hard in most cases: “I still try to find kids the right roles, I make sure 
they can handle the responsibility…” (DA, Int. 3, p. 4). This is an example of absence of 
pressure (Ryan, 1982) from the band director where the director is looking to create a 
space for student growth without imposing extra requirements or expectations on the 
student leader.  
Discussion 
The growth in the use of autonomy supports seen here in band directors has 
several interesting implications. First, the underpinning of individualized consideration 
(Bass & Riggio, 2006) cannot be understated. The ability of band directors to know their 
students for who they are and not what they play is of prime importance. This 
understanding can help keep students enrolled in the band program and assist directors in 




presence matters and is important. 
 Second, according to OIT (Ryan & Deci, 2008), individualized understanding 
helps to provide students with a more centralized or internal locus of control, thereby 
making band a more meaningful experience for them. Concurrently, students may adopt a 
more intrinsic sense of motivation to participate in band. Finally, while students develop 
intrinsic motivation, they improve their competence and autonomy. Competence and 
autonomy represent two of the three elements of self-determination theory (Deci & Ryan, 
2000) and can help students find their place in band on their own terms with the help of 
their peers. 
Conclusions and Recommendations 
 Over the course of the nineteen interviews, there were many instances of the use 
of autonomy support practices that occurred between directors and students and between 
students. Although autonomy supports were not named as such, their presence indicates 
that transformative practices are being used in these band rooms and that leadership is 
likely developing in band directors and student leaders alike. Band directors are 
consciously using leadership to add depth and value to their band programs for all student 
participants. Additionally, student leaders are learning about leadership skills and how to 
use them in real world situations that allow them to contribute more to their programs and 
prepare them for life outside of high school. 
 Directors. Directors must “do” leadership before becoming band directors. In 
many cases, band directors do not get formal exposure to instruction in leadership theory 




with a leadership skill set before becoming a full-time band director. As evidenced in this 
study, many of these leadership training opportunities are garnered through life 
experience outside of the teacher training courses found in undergraduate curricula. Any 
effort to create opportunities for potential directors to see or examine leadership in action 
would likely be of significant benefit once they have to run a band program on their own. 
 Two ways to help pre-service teachers learn more about leadership are to 
emphasize the role of leading by example (for both the director and the students) and to 
help future teachers develop their self-reflection skills. Many of the successes observed in 
this study were related less to training and more to a clear example of how students were 
supposed to lead and interact with others based on the example set by the director. 
Despite critiques as to how a student leadership program requires more of a time 
commitment from the director, once an example is set and permeates the program, much 
of that training and dialogue appears to happen on its own. At a minimum, the additional 
training and dialogue reduce the time requirement of teaching new student leaders as 
many of them will innately act as they have seen provided in the example of others. 
 As mentioned previously in the chapter, mentors can help greatly with self-
reflection. Mentors can be used at any point in leadership development or over the course 
of a director’s career. It is important that undergraduate teacher candidates have the 
opportunity to have a mentor during their formative years as they begin to establish a 
teacher and leader identity. Moreover, directors should look closely for people who can 
serve as a mentor in their early years as teachers, as there are many different areas to 




new teachers, but many of the problems and issues that new directors encounter are not 
addressed during those orientation sessions (Conway, 2003; Crocco, 2015). 
 Finally, the director’s perceptions and understanding of the role of leadership in 
the context of a music ensemble are key in its implementation. Directors need to have an 
understanding of leadership that extends beyond an acknowledgement that leadership 
exists. Self-reflection can help with this facet immensely. All of the directors in this study 
noted they used leadership to run their programs but also that they had not really taken 
the time to reflect on how of leadership components of their programs fit together. The 
act of participating in this study was an impetus for them to start putting the pieces 
together and really examine how and why they were doing what they were doing. The 
directors also struggled with finding the balance between management and leadership. 
There were always tasks to manage and opportunities to allow students to engage in 
leadership practices, but finding a balance between the two that permitted the band to 
function but also found time to allow students to lead their peers was difficult. 
 Students. Students wanted to participate as leaders in every ensemble in the 
study. Although there were differences in the programs due to the nature of their role in 
the school and community, students were willing to take on additional responsibilities to 
help make the band better. Students in the study demonstrated that, for them, leadership 
was a behavior and a mindset as seen in Pierce et al. (2020). Student leaders needed to be 
shown how to act as leaders as well as how to focus these additional responsibilities in 
ways that were approved by the director and would help move the program forward by 




situation as being the decision the band director had to make regarding which leadership 
role went to each student as the role had to conform to the personal traits, qualifications, 
and preferences of each student leader candidate. 
 Students can be transformational. When I started this study, I was hoping to see 
that student leaders were treated equitably by their directors and could be responsible for 
managerial tasks and interact well with their peers when they attempted to lead them. 
What I discovered was that it was a fairly short gap between those expectations and the 
transformational place student leaders occupied in the band world. First, students could 
help communicate information both ways. They could help translate or reinforce 
information from the band director in ways that could help other students understand 
more easily. Critiques were also more readily taken to heart when it was heard from a 
peer. Additionally, student leaders were good at getting band directors to hear the student 
perspective more completely given the gravitas of their position as leaders and the extra 
time they had to communicate with directors in leader meetings.  
 Student leaders were also instrumental in helping to communicate the “this is a 
‘we’ thing” or the communal nature of the band experience. Although directors would 
frequently talk about the group nature of band and what they were trying to achieve 
(nuanced musical performances, a concentrated group effort, and the improvement of all 
involved on musical, social, and personal fronts), it was the investment of student 
leadership in this philosophy and their ability to communicate their belief in it to 
members of the band and peers in their respective sections that made the philosophy 




“culture of band.” As the director of school #3 stated, “kids enculturate themselves 
quickly” (DA, Int. 2, p. 15). It is the presence of student leaders who espouse and 
propagate this culture of competence, autonomy, and relatedness that makes it ring true 
for newer members of the band and really makes it last. 
 In a more complete sense, band directors and student leaders work together, even 
if unofficially, to create the culture of band in their communities. Directors can set an 
example to follow, but without student buy-in and reinforcement, that example will not 
flourish. Student leaders can empower themselves by helping the director manage tasks, 
run rehearsals, and assist peers in learning; however, without direction from the top or a 
unified vision of what band is and can be, student efforts can be fragmented and uneven, 
moving in many different and sometimes opposing directions at once. Only by working 
together can both parties make a sustained and meaningful difference in the culture of 
their shared rehearsal space and create a safe space for creating meaningful art. In order 
for this to work, the relationship must be valued by both parties. Directors need to know 
their students. They need to know what their students are musically capable of and what 
students are looking to get out of their ensemble experience. Students can empower 
themselves by communicating their own needs to the director while understanding that 
the director is trying to meet the curricular goals of the ensemble and the needs of 
individual students as completely as possible. Admittedly, this can be a struggle between 
needs that are sometimes in opposition of each other, but it is a fight well worth engaging 
in on a daily basis as the future of our ensembles and the musical and personal growth of 




Scope and Limitations 
Limitations on this study imposed by me include my desire to keep the number of 
schools and directors at three and the number of student interviews per school to 3-4. 
This number was in line with recommendations of Stake (1995, 2006, 2010). It permitted 
enough material to see themes across a variety of schools without information saturation. 
The number of student interviews allowed for enough perspective within schools to help 
confirm statements from directors and to see themes and habits develop between schools 
to help examine the effects of student leadership on marching band programs. Interview 
formatting was limited in scope (both number of questions and time permitted for the 
interviews) based on guidelines suggested by Seidman (2019). Finally, I only interviewed 
male band directors as they occupy the majority of the high school band director 
positions in the research area. 
Additionally, due to the procedure of selecting student participants, I only 
interviewed students that had been assigned leadership positions by the band director. It 
might be interesting to interview members of the ensemble who have not been directly 
identified as student leaders to understand their views on both their own and the 
director’s leadership. This interview structure might help to alleviate the inherent bias of 
the “in-group” in the context of the LMX leadership framework.  
I also decided to narrow the focus of the elements of transformational leadership 
to the elements of individualized consideration and inspirational motivation. Widening 
the scope to all four elements with the inclusion of intellectual stimulation and idealized 




much to the answers of these specific research questions. Additionally, I focused on the 
autonomy support of autonomy for many of the same reasons. Although I am sure there is 
practical knowledge to be gained from directors’ and students’ understanding of how 
competence and relatedness make positive contributions to the ensemble, I did not focus 
on those elements in this study. 
I limited the number of student interviews at two of the schools because I had a 
significant number of students return consent forms. The number of forms returned 
would have made the logistics of interviewing all interested candidates difficult and 
would have yielded an unmanageable amount of transcript information. I also eliminated 
talking to band staff, band booster officers, and school administration (such as principals) 
in an effort to further bound the study. It would be interesting to talk to more of the band 
staff, usually other young adults that work with band students, to see if they see or utilize 
transformational practices in their teaching strategies. 
Recommendations for Future Research 
Going forward, I would recommend interviewing candidates who are more 
diverse and would represent a more rounded picture of the work force that includes 
female directors and people of color. I also believe it would be helpful to interview 
candidates from other geographic locations to move past the “groupthink”, or common 
philosophical ideas that may permeate a particular region due to common educational 
backgrounds. Additionally, talking to new(er) directors to see more clearly their early-
career leadership learning processes and influences would likely be helpful. 




visible for band directors. As evidenced by this paper, it is important that leadership 
experiences happen in the development of a teacher identity, but it is hard to prescribe 
such experiences and events. Future studies could examine time frames in pre-service 
teacher curricula where it would be appropriate for seminars on leadership or 
opportunities to have a leadership mentor. 
 It is important to remember that band directors are middle management, too and 
must abide by policies and decisions made by the principals, department chairs, and other 
school district leadership. It would be interesting to see how autonomy supports are 
observed and used, if at all, at this level of leadership and what the presence (or absence) 
of those supports does for the growth of the band program, director retention, and director 
development. This conflict would be especially interesting considering a band director 
presumably has already developed a leadership identity (Komives et al, 2005). Another 
idea for future work is examining the relationship or leadership model that best represents 
the leader-follower relationship of the band director to school administration, specifically 
the principal or department chair (whoever is the direct superior in the administrative 
hierarchy). 
 One of the big questions raised throughout the definition of leadership in chapter 
two and woven into the interviews was the difference between management and 
leadership. At face value, student leadership can simply look like the band director trying 
to be responsible for less work and managing fewer things. It would be interesting to 
more completely understand how directors and students see the difference in the 




Interviewing students would be an insightful method to better understand their 
perspective on their roles in leading the ensemble. The findings of this study begin to 
demonstrate that students can empower themselves to help make the ensemble more 
responsive to student concerns on a variety of fronts. Student interviews in other studies 
may elucidate their understanding of their empowerment and what contributions they 
have yet to make.  
Finally, leadership is about vision. Philosophical inquiries into what band 
directors want their programs to be, what musical goals they desire to reach, how they 
encourage student growth and empowerment, and how their programs intersect with 
community needs and expectations would all be important considerations to explore 
further.  
Conclusion 
Band directors are in a position to provide amazing opportunities for their 
students to develop as humans. In many cases, band directors teach their students for 
multiple years and see students through some very formative times in their lives. Instead 
of a top-down, teacher-directed, knowledge-dispensing experience, directors can curate a 
multi-year journey that results in the growth of the whole student. From Deci and Flaste 
(1995): 
If people are not machines waiting to be programmed, or savages waiting to be 
tamed, what then are they? They are organisms who, by their nature, explore, 
develop and take on challenges, not because they are programmed to, not because 




from this perspective…is really quite a different matter. It is a more constructive 
matter, a more human matter. Development is not something done to the child by 
the social world, but, rather, it is something the child does actively, with the 
support and nourishment of the social world. (p. 80) 
Transformational leadership, especially the elements of individualized 
consideration and inspirational motivation, appears to be a framework that can help 
directors facilitate student’s exploration and development as leaders and humans. 
Additionally, transformational leadership can help band directors create a culture of band 
that can help students respond to each other in more humane and generative ways. 
Providing leadership opportunities to students is not extra, but the fulfillment of a 
truly organic and developmental experience that helps students see themselves in a 
different light and allows them to make contributions above and beyond what traditional 
student roles might allow. Band directors, as leaders of children, stand to see their 
ensembles blossom as students become invested in a band program where students have 
built friendships, learned leadership skills, and constructed a culture of band based on 







Interview Questions for Band Directors 
Perception and Development of Leadership 
Consider some of your own band directors. Describe their leadership style. 
Describe your leadership style. Are there similarities between the two styles? 
Where do you feel you learned your style of leadership? 
 Was it from a person, past event, class, book? 
            Were there other influences? 
 Do you have a formal name for your style of leadership? 
Describe an impactful experience with leadership from your life where you are acting as 
a leader. 
What did you take away from this experience?   
Did it change you or your perspective? How or why? 
Describe an impactful experience with leadership from your life where you are acting as 
a follower. 
What did you take away from this experience?   
Did it change you or your perspective on leadership? How or why? 
How has your leadership style changed since becoming a band director/ teacher? 
What event(s) have caused you to reconsider your style? 
What influences or events have caused you to change? 
What is better/ more helpful/ useful about your current style over previous 
versions? 
Use of Leadership 
Considering all of the demands directors need to manage, what is the most important 
leadership quality a band director can have to be successful? 
How important do you consider leadership in the daily execution of your duties? 
How much of your job as a band director is influenced by your leadership style? 
Do you think the method in which you execute your job duties is a reflection of 
your style of leadership? 





Describe how you use inspirational motivation to develop student leadership and goal 
setting. 
Describe how you develop rapport with students. 
How do you provide autonomous experiences for students/ student leaders? 







Interview Questions for Student Leaders 
What sort of interview/ audition process, if any, did you have to complete to earn this 
position? 
Do you see yourself as a leader? 
What do you think makes YOU a good leader? 
 Why did you want to become a student leader? 
What do you see as the principal job(s) of student leader? 
How would you describe how your band director leads the band?  How does the director 
encourage you (all band members) to improve your skills and be a better band? 
Do you have any kind of leadership training? 
What kind of tasks are you able to handle as a student leader? 
What type of work is delegated to you by the band director? 
What is the goal of that work?   
What are you trying to accomplish? 
Why are student leaders important to the band program? 
Describe your role in the ensemble as a section leader. 
 Has that definition changed since you joined the marching band? (watching older  
 section leaders versus being one as YOU got older) 
            Do you have responsibilities (mandated) to your band members beyond teaching 
notes and rhythms? 
Do you think you influence (non-mandated) those in your section? 
In what ways?  Musically, socially,  
Describe how do you understand the leader-follower relationship between you and the 
band director? 
Are you able to give feedback on how things are going?   
When and how does that happen?  
How much autonomy (freedom) are you given to make decisions with regard to what 
happens in the rehearsals that you direct?   
Planning?  
Timing of the rehearsal?  







Protocol Title: Transformative Band Director Leadership and Student Autonomy 
Principal Investigator: Keith D. Richardson 
Description of Subject Population: Adult Band Directors and their students 
Version Date: 5/16/2019 
 
The purpose of this study is to examine how band directors use leadership to run their 
programs. Band Directors will be interviewed in no more than three one-hour segments. 
Students will have one interview that will last no more than an hour. Participants will 
have the opportunity to review their comments once interviews are transcribed. There are 
no risks for participating in the study.  
Study Summary 
The purpose of this research study is to examine how band directors use leadership to run 
their band programs and create student autonomy. 
Subjects who take part in this research study will be in this research study for one year. 
During this time, researcher will make several study visits to the participant’s school. 
Subjects taking part in this study will be interviewed about their perceptions and 
understandings about leadership. 
There are no major risks for taking part in this research study. 
If you are interested in learning more about this study, please read the rest of this form. 
Introduction 
Please read this form carefully. The purpose of this form is to provide you with important 
information about taking part in a research study. If any of the statements or words in this 
form are unclear, please let us know. I would be happy to answer any questions. 
If you have any questions about the research or any portion of this form, please ask us. 
Taking part in this research study is up to you. If you decide to take part in this research 
study we will ask you to sign this form. We will give you a copy of the signed form. 
The persons in charge of this study are Keith D. Richardson and Dr. Rebecca Roesler, 
Dissertation Advisor. Keith Richardson can be reached at XXXXXXX. We will refer to 




Why is this study being done? 
The purpose of this study is to examine how band directors use leadership to run a band 
program. 
We are asking you to take part in this study because you have a knowledge, 
understanding, and unique perspective that I am interested in studying. 
About 20 subjects will take part in this research study. 
How long will I take part in this research study? 
We expect that you will be in this research study for a year. During this time, we will ask 
you to make 1-3 visits to your school to be interviewed. Every effort will be made to 
make these interviews adjacent to time you would need to be at school anyway (before or 
after rehearsal, football game, parade, etc). 
What will happen if I take part in this research study? 
If you agree to take part in this study, we will ask you to sign the consent form before we 
do any study procedures. Interviews will last about an hour to allow time to ask, reflect, 
and answer questions. Should you decide to withdraw from the study, and you may do so 
at any time, in writing to XXXXXXXX. Although further information will not be 
collected, any information currently collected will be kept and may possibly be used in 
the study.  
Study Visit 1 
Visit 1 will take about an hour to complete. At this visit, we will ask you to do the 
following procedures: 
 Interview you about your experiences with marching band, your views on student 
leadership, leadership in general, and your thoughts on the band program. 
 
Audio/Videotaping 
We would like to audio/videotape you during this study. If you are audio/videotaped it 
will be possible to identify you in the video. We will store these recordings on a 
password protected cloud drive and only approved study staff will be able to see the 
tapes. We will label these tapes with a fake name instead of your name. The recordings 
will be kept for three years or until the dissertation is accepted and published.  
I may also be recording rehearsals and/or performances of the marching band. The same 
confidentiality rules above would apply to these recordings as well. 
Do you agree to let us audio/videotape you during this study? 




How Will You Keep My Study Records Confidential? 
We will keep the records of this study confidential by keeping the number of people 
seeing your videos to a minimum. In the research report/dissertation, we will use a fake 
school name and a made up name for you, if your answers and data are used. We will 
make every effort to keep your records confidential. However, there are times when 
federal or state law requires the disclosure of your records. 
Reporting Suicidal Risk: If, during your participation of this study, we have reason to 
believe that you are at risk for being suicidal or otherwise harming yourself, we are 
required to take the necessary actions. This may include notifying your doctor, your 
therapist, or other individuals. If this were to occur, we would not able to assure 
confidentiality. 
The following people or groups may review your study records for purposes such as 
quality control or safety: 
 The Researcher and any member of his/her research team 
 The Institutional Review Board at Boston University. The Institutional Review 
Board is a group of people who review human research studies for safety and 
protection of people who take part in the studies. 
 The sponsor or funding agency for this study 
 Federal and state agencies that oversee or review research 
 Central University Offices  
 
The study data will be stored on an online cloud drive that is password protected.  
The results of this research study may be published or used for teaching. We will not put 
identifiable information on data that are used for these purposes. 
Study Participation and Early Withdrawal 
Taking part in this study is your choice. You are free not to take part or to withdraw at 
any time for any reason. No matter what you decide, there will be no penalty or loss of 
benefit to which you are entitled. If you decide to withdraw from this study, the 
information that you have already provided will be kept confidential. 
If the researcher can withdraw the subject: Also, the researcher may take you out of 
this study without your permission. This may happen because: 
 The researcher thinks it is in your best interest 
 You can’t make the required study visits 






What are the risks of taking part in this research study? 
 Risks of Completing Tasks 
 You may get tired during the tasks. You can rest at any time. 
 Questionnaire/Survey Risks 
You may feel emotional or upset when answering some of the questions. Tell the 
interviewer at any time if you want to take a break or stop the interview. 
You may be uncomfortable with some of the questions and topics we will ask about. You 
do not have to answer any questions that make you feel uncomfortable. 
Loss of Confidentiality 
The main risk of allowing us to use and store your information for research is a potential 
loss of privacy. We will protect your privacy by labeling your information with a code 
and keeping the key to the code in a password-protected computer. 
Are there any benefits from being in this research study? 
Possible benefits may include increased knowledge or perspective on your leadership and 
that of your director. Others may benefit in the future from the information that is learned 
in this study through the knowledge and perspective gained. 
What alternatives are available? 
You may choose not to take part in this research study. 
Will I get paid for taking part in this research study?   
We will not pay you for taking part in this study. 
What will it cost me to take part in this research study? 
There are no costs to you for taking part in this research study. 
What happens if I am injured as a result of participating in this 
research study? 
If you are injured as a result of taking part in this research study, we will assist you in 
getting medical treatment. However, your insurance company will be responsible for the 
cost. Boston University does not provide any other form of compensation for injury. 
If I have any questions or concerns about this research study, who can I 
talk to? 




If you have questions about your rights as a research subject or want to speak with 
someone independent of the research team, you may contact the Boston University IRB 
directly at 617-358-6115. 
Statement of Consent  
I have read the information in this consent form including risks and possible benefits. I have 
been given the chance to ask questions. My questions have been answered to my 
satisfaction, and I agree to participate in the study.  
SIGNATURE 
______________________________________ 
 Name of Participant 
______________________________________ 
 ____________________ 
Signature of Participant  Date 
______________________________________ 
Name of Parent/Guardian  
______________________________________ 
 ____________________ 
Signature of Parent/Guardian  Date  
I have explained the research to the subject and answered all his/her questions. I will give 
a copy of the signed consent form to the subject. 
________________________________________  
Name of Person Obtaining Consent 
________________________________________ 
 _______________________ 







Introductory Letter to Directors 
To whom it may concern: 
My name is Keith Richardson and I am a Doctoral Candidate at Boston University. My 
study has been reviewed by the Boston University Institutional Review Board and is 
being conducted under the guidance of Dr. Rebecca Roesler. I am currently conducting 
dissertation research in the area of band director leadership and student autonomy. You 
and your program have been selected as possible candidates for my study.  
My study entails an interview with the band director and interviews with some of the 
student leaders of the marching band. I would also like to possibly observe some 
rehearsals and performances. Although there may be a need for some follow up questions 
I am trying to make my presence as non-intrusive as possible. 
The timing for the band director interview can be schedule at your convenience. I’d like 
to schedule the student leader interviews adjacent to an existing rehearsal to make 
attendance easier for the student and allow parents an opportunity to attend the interview 
if they would like. 
I am excited to work with you and your program and I hope that we will be able to design 
an arrangement that will permit us to work together. Please feel free contact me at the 
information above if you have questions. I look forward to hearing from you. 
Sincerely, 
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